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PRINCIPAL PERCEPTIONS OF FACTORS THAT CONTRIBUTED TO  
ACADEMIC ACHIEVEMENT IN HIGH-MINORITY HIGH SCHOOLS: 




This study seeks to develop an explanation for academic achievement in schools 
that have a high-minority population. The New York State Education Department 
(NYSED) collects a tremendous amount of information on New York State (NYS) 
schools. For the purposes of this study, quantitative NYSED data on enrollment and 
English Language and Mathematics Regents Examination scores are analyzed. 
Fifteen high schools in Long Island, New York, have a minimum 80% minority 
rate. Most of the minority subgroups in the schools under analysis are Black or African 
American and Hispanic or Latin American. Four Long Island high schools were chosen 
because most of their minority students are Black or African American and Hispanic or 
Latin American and scored in the top 33% on their Common Core English Language Arts 
and Algebra Regents Examinations compared to the other 11 high-minority high schools.  
This researcher developed a survey interview tool that is used to interview 
principals of each high-minority high school within the study. The survey questions 
developed were guided by the researcher’s conceptual framework, which includes six 
essential components to student achievement, namely, leadership, student factors, 
professional learning community, instruction, family community involvement, and 
 
 
teacher factors. A collective case study is conducted which includes all the schools in the 
study, and the data gained is then analyzed via a convergent mixed-methods design. 
 This study examines the effective characteristics in these schools that has led to 
their academic achievement. By analyzing the success experienced by these schools, we 
can identify commonalities and differences that have assisted in academic achievement in 
these schools compared to others, thereby developing a framework to assist school 
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Overview of the Study 
 
Introduction 
Many school districts in the United States are seeking solutions to raise the 
achievement of their students. This is especially evident in schools that have high-
minority populations. Several attempts have been made to reform our educational system 
throughout this country’s history. On April 26, 1983, Secretary of Education Terell Bell 
presented President Ronald Reagan with a copy of a report from the National 
Commission on Excellence in Education that stated that compared to international 
students, American students’ achievement was not competitive. A Nation at Risk: The 
Imperative for Educational Reform, the report produced by the commission, turned 
America’s attention to the global economy. This educational reform summarized several 
claims that had been made since World War II indicating the need for better mathematics, 
science, and foreign language education in public schools. The United States was 
concerned not only with citizens receiving a high-quality education, but also with 
developing citizens capable of performing effectively in a global economy. Other 
inequalities due to race, gender, ethnic background, language spoken in the home, or 
socioeconomic status were identified as necessary to eliminate by providing an effective 
American educational system (Johanningmeier, 2010).  
President George W. Bush signed the education-reform No Child Left Behind 
(NCLB) Act of 2001 into law with the intention of closing these gaps by creating 
identical standards that apply to all schools and all children. Adequate yearly progress 
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would be measured, and, in theory, all students would meet all standards by 2013. If 
schools did not make adequate progress for five consecutive years, “corrective action” 
would take place, which could include a replacement of school staff, new curricula, an 
outside expert appointed to advise the school, or the operation of the school being turned 
over to the state educational agency (Orlich, 2004). In the 1990s, concern continued to 
focus on the training and productivity of American workers. Business leaders, governors, 
and civil rights groups hoped to close racial achievement gaps through nationally 
mandated standards, testing, and accountability measures (DeBray-Pelot & McGuinn, 
2009).  
In 2009, President Barack Obama enacted the Race to the Top (RTTT) education 
reform, which provided monetary incentives to states that adopted government standards 
(Vaughn & Faieta, 2017). The RTTT supported states that had plans for educational 
innovation and demonstrated commitment to reform. In 2009, Congress set aside 4.35 
billion dollars for “state incentive grants,” according to which states had to apply for 
government funding and were graded on a 500-point scale. The administrative priorities 
of this system included developing common standards and assessments; improving 
teacher training, evaluation, and retention policies; creating better systems; and adopting 
preferred school-turnaround strategies. To receive RTTT grants, states had to remove the 
caps on the number of charter schools allowed. Through RTTT, President Obama ensured 
that 48 states adopted the Common Core Standards initiative. The Obama administration 
continued to highlight the deficiencies in the United States teacher-evaluation and tenure 
system, and thus, to be eligible for RTTT grants, states could not create a firewall 
preventing student-achievement data from being a component of teacher evaluations. 
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Colorado enacted the greatest reform law in 2010 by requiring the students of new 
teachers to demonstrate academic growth for three straight years to earn tenure and 
enabling tenured teachers to be fired if their students’ achievement did not increase for 
two consecutive years. In the first round of the RTTT grant, 40 states applied and only 
two states were awarded grants (Delaware and Tennessee). By 2010, in the second round 
of RTTP, 35 states applied and 10 received grants (McGuinn, 2012). 
Even with these educational reforms, however, an achievement gap remains 
among White, African American, and Latino students. The Digest of Education 2015 
provides statistical data collected, collated, and analyzed on the condition of education in 
the United States. One measure used by the Digest of Education is the educational 
attainment percentage of persons 25–29 years old, and the data shows that an 
achievement gap remains among White, African American, and Latino students. In 2015, 
the high-school completion rate for White students was 95.4%, for Asian students 95.8%, 
for Black students 92.5%, and for Hispanic students 77.1% (Snyder, Brey & Dillow, 
2016). 
 
Statement of the Problem 
In New York State (NYS) and in the country, an achievement gap persists. 
However, several high schools in Long Island have high-minority populations who 
perform significantly better than those of other high-minority high schools in Long Island 
on the Common Core English Language Arts (ELA) and Algebra (ALG) Regents 
Examinations. It is necessary to analyze the success experienced by these schools, 
whereby we can identify commonalities that have assisted in achievement growth and 
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develop a framework to assist school districts and prepare leaders to meet and exceed the 
challenges they face.  
 
Purpose of the study 
The purpose of this study is to determine the factors that have contributed to the 
academic achievement of selected high-minority high schools in Long Island. A multi-
case study is conducted featuring these schools, and conclusions to the study include a 
framework for school improvement that school districts can implement.  
 
Research Questions 
1. What are principals’ perceptions of the most significant reasons for positive 
academic achievement in their high-minority high schools? 
2. How do principals view the contributions of their leadership to positive academic 
achievement in their school? 
3. To what extent are there commonalities or differences in the reasons for positive 
academic achievement in the high-minority high schools in Long Island? 
 
Overview of the Methodology 
The research method for this study is a convergent mixed-method which uses both 
quantitative and qualitative data. Quantitative research methods explain how different 
variables affect each other, and by explaining the relationships among variables, a 
determination can be made of which variables have the most significant effects. 
Quantitative data collects numerical data from a large number of people using 
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instruments such as surveys, and using quantitative methods, the researcher relies on 
statistical data, usually in numeric form (Creswell, 2012).  
In qualitative research, data is collected by learning from participants in the study. 
Qualitative research categorizes words into groups such as codes, categories, or themes to 
better understand a topic. In this study, general questions are developed for the 
participant answer, and as much information as possible is gathered by transcribing 
recordings of participant responses (Creswell, 2012). 
A convergent mixed-method study merges both quantitative and qualitative data. 
This type of study uses the strengths of both quantitative or qualitative approaches to 
offset the weaknesses of both. Qualitative and quantitative data sets are analyzed 
separately, and whether the results support or contradict each other is determined 
(Creswell, 2012).  
This study is a collective case study, which compares multiple cases to better 
understand an issue (Creswell, 2012). Several NYS high schools on Long Island are 
analyzed to determine commonalities or differences in the reasons for their academic 
achievement. Quantitative data is collected from NYS report cards and state ELA and 
ALG Regents Examination scores. Qualitative data is collected by interviewing 
principals of the high schools under study. The results from all data sets are then analyzed 
to determine whether the results support or contradict each other, thereby developing a 
framework to assist school districts and prepare leaders to meet and exceed the 
challenges they face.  
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Significance of the study 
This study creates a conceptual framework of how academic achievement can 
increase in high-minority high schools. The results of analyzing quantitative and 
qualitative data within the study aim to determine the reasons for academic growth in 
high-minority high schools on Long Island. The results also determine whether 
commonalities or differences exist in the reasons for academic growth in these schools. 
 
Role of the researcher 
The researcher holds a Bachelor of Science in Physical Education, a Master of 
Arts in Health Education, and an Advanced Graduate Certificate in Educational 
Leadership. The researcher is currently pursuing a Doctor of Education degree in 
Education Administration and Supervision. The researcher has five NYS certifications, 
namely, School District Leader (SDL), School Building Leader (SBL), Attendance, 
Physical Education, and Health Education. The researcher’s educational career began as a 
physical and health education teacher for six years at the high-school level before moving 
to the role of an attendance teacher for two years, and he has held the position as Dean of 
Students for four years. 
The role of the researcher in this study is to determine major reasons for the 
academic success of high-minority schools in Long Island, thereby developing an 
educational framework schools can use to assist in academic growth in their school. The 
schools in this study are all high-minority high schools.  
 




The researcher is employed by a high-minority school district. This study determines 
what significant changes high-minority high schools must make to realize academic 
growth. The researcher is passionate about creating positive change in his district and 
districts with similar dynamics. 
 
Definitions of Key Terminology 
For the purposes of this study, terms are defined as follows: 
Achievement gap: Educational achievement gaps among White, African 
American, and Latino students. The achievement gap indicates that the achievement of 
White students is historically higher than that of African American and Latino students 
throughout their education career (Collopy,Bowman & Taylor, 2012). 
Collaborative teachers: Teachers who are passionate about creating the best 
possible learning environment. Professional development opportunities have been 
designed to support teacher growth (“Building Capacity and Improving Results for All,” 
n.d., para.3). 
Effective school leadership: A principal who provides opportunities for staff to 
grow professionally and who has created an environment in which students can excel in 
terms of academic achievement while also growing socially and emotionally (“Building 
Capacity and Improving Results for All,” n.d., para.4). 
Rigorous instruction: High standards evident in all classrooms, with instruction 
customized to student needs and lessons that create a high level of student engagement 
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and use critical thinking skills (“Building Capacity and Improving Results for All,” n.d., 
para.1). 
Strong family-community ties: Partnerships have been created with families, 
businesses and community-based agencies. The partnership creates a welcome 
atmosphere for all constituents (“Building Capacity and Improving Results for All,” n.d., 
para.5). 
Supportive Environment: A safe environment for students and staff that is 
conducive to mutual respect among all constituents in the school and in which students 
are challenged by academic rigor (“Building Capacity and Improving Results for All,” 
n.d., para.2). 
Trust: All stakeholders committed to preparing students with the skillsets they 
must be productive citizens; respect among students, staff members, families, and the 
community (“Building Capacity and Improving Results for All,” n.d., para.6). 
  






This research is grounded in systems theory and change theory. According to 
Vornberg’s system theory, a system consists of interrelated parts (inputs) that work 
together in a process that produces an output, and systems affect other systems in a way 
that can be called a butterfly effect. A school system has several inputs, such as 
leadership or management, instructors, students, curricula, environment, resource 
materials, time, and uncontrolled outside inputs. The interaction of these inputs is the 
process (i.e., the educational system) which provides the output of learning. The result of 
the outputs provides a feedback loop to the system, whereby adjustments can be made to 
the inputs to improve learning. This study concerns systems that impact academic 
performance, and while reasons for negative academic performance are researched, a 
stronger focus is placed on systems that positively impact academic performance (Irby, 
Brown, Lara-Alecio & Jackson, 2013). 
Fullan (2001) provides a framework for leadership that aims to realize a culture of 
change. His five components of leadership are moral purpose, understanding the change 
process, relationships, knowledge of creation and sharing, and coherence making. 
Leaders also possess characteristics of energy, enthusiasm, and hopefulness and are not 
afraid of change. Relationship building is a natural trait of successful leaders, and an 
ongoing optimism affect is evident, making colleagues feel that difficult problems can be 
tackled productively, and enthusiasm and confidence are contagious to fellow staff 
members. Leadership is paramount in order to create a positive change process in 
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schools, and this study thus researches how leaders initiated positive change in their 
schools.  
Review of the Literature 
 
Achievement Gap 
Several factors contribute to the achievement gap among White, African 
American, and Latino students, such as health disparities, substandard housing, less 
adequate early childhood preparation, disproportionate school funding, lack of high 
quality after-school and summer experiences, absence of peer and community role 
models, racism, and classism (Collopy et al., 2013). Poverty in America is nearly 50% 
higher than in any other industrialized nation, at about 21–25%, and poverty and student 
achievement are demonstrated to have an inverse relationship (Ornstein, 2010). In the 
short-term, the achievement gap reflects America’s decline in terms of human capital, 
while the long-term achievement gap reflects a decline of the U.S. (and the West) and the 
rise of the East. School districts in the United States consistently score below students in 
other industrialized nations, even though the United States spends more money per 
student on education than any other country except for Switzerland. European and Asian 
counties consistently outperform the United States on international tests in Mathematics 
and Science (Ornstein, 2010). The question of what is the best education system for 
students is thus commonly asked, and alternative options to public schools exist such as 
vouchers, private schools, and whole schools. There is no evidence that vouchers, 
wherein families receive money to pay for education at any school in the community, 
increase scholastic outcomes for students. The best evidence shows that (most) charter 
    
 
11 
schools perform better than public schools by a small margin, though in many cases, they 
perform worse than public schools in their start-up periods. A whole school is a 
corporation implementing a new curriculum within a school, and this program is 
extremely expensive and lacks much evidence of realizing school improvement (Nisbett, 
2011). 
Today, there is an achievement gap among White, African American, and Latino 
students; however, in their article “Coming from behind: A Historical Perspective on 
Black Education and attainment,” Murray and Adeline Levine (2014) provide data that 
shows the steadily increasing numbers of both Black and White students in the 
educational system. Data indicates that increases in the number of students attending 
school, in the length of the school year, in literacy rates, and in educational attainment 
have occurred over the past 100 years. The Black population has made more rapid 
progress than the white population over time, which has narrowed the achievement gap 
considerably. In 1870, approximately 10% of Black children and 54% of White children 
were enrolled in school, while by 1991, 93% of each group was enrolled in school. In 
1870, the average school year nationally was 132 days. During the school year of 1909–
1910, in the 12 Southern states, in which 85% of Black people lived, the school year was 
101 days for Black children and 128 days for White children. In the school year of 1928–
29, these numbers changed to 144 days for Black children and 164 days for White 
children. Finally, in 1980, the school year was nationally mandated at 178 days for all. 
Now, the national school year is 180 days or more. In 1870, 80% of the Black population 
was illiterate, compared to only 11.5% of the White population. With more education 
available by 1940, Black illiteracy decreased to 11.5% and White illiteracy to below 2%, 
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and by 1979, illiteracy for both groups was lower than 2%. Educational attainment for 
both White and Black people aged 25–29 has increased between 1920 and 2012: In 1920, 
3.5 times more White students completed high school than Black students, while by 2012 
this number dropped to 1.1 times more White than Black students completing high 
school. The gap in college completion has also narrowed. In 1920, 3.75 times more White 
than Black students completed college, while in 2012, this number dropped to 1.72 times 
(Levine & Levine, 2014). The Digest of Education 2015 provides statistical data on the 
condition of education in the United States, and one measure is the educational 
attainment percentage of persons aged 25–29 years. The educational attainment 
percentage measures high school completion or higher and bachelor’s attainment or 
higher degree from 2005 to 2015. The data shows that an achievement gap remains 
among White, African American, and Latino students. However, each of the subgroups’ 
educational attainment has increased from 2005 to 2015. According to this data, Hispanic 
students have experienced the greatest increase in completion of high school or higher 
from 2005 to 2015. White high-school or higher completion increased from 92.8% to 
95.4%, which represents an increase of 2.6 percentage points. The statistic for Black 
students is an increase from 87% to 92.5%, which represents an increase of 5.5 
percentage points. Hispanic students’ high-school or higher completion increased from 
63.3% to 77.1%, representing an increase of 13.8 percentage points. That of Asian 
students increased from 95.5% to 95.8%, an increase of 0.3 percentage points. The 
attainment of a bachelor’s degree or higher for White students increased from 34.5% to 
43%, an increase of 7.5 percentage points. The statistic for Black students is an increase 
from 17.6% to 21.3%, an increase of 3.7 percentage points. That for Hispanic students 
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increased from 11.2% to 16.4%, a 5.2 percentage points increase. Asian students saw an 




Parental involvement benefits students, improves schools, assists teachers, and 
strengthens families, and many studies have provided evidence that teachers would like 
families to assist, while families want teachers to notify them how to help their children 
at home, and students wish that families knew about their schools. Some educators expect 
parents to become involved in their education, while others expect the school to notify 
parents of what to do. Both of these waiting approaches are ineffective. Students know 
the amount of knowledge their parent has of what occurs at school. Joyce Epstein (2010) 
defines partnership as educators, families, and community members working together to 
share information, guide students, solve problems, and celebrate successes. A partnership 
describes a responsibility shared by all these constituents. School faculty must understand 
where their students live, work, and play; their backgrounds, languages, religions, 
cultures, structures, and social classes; and the characteristics of their lives. Without this 
information, it is impossible to communicate effectively with their students. School 
faculty require professional preparation to be able to support students appropriately, and 
in the future, hopefully, colleges will provide educators with the additional skills 
necessary to analyze the home, school, and community of students. Modern families have 
changed with the increasing prevalence of two working parents in a household, which 
increases the need for teachers and schools to communicate information within the 
    
 
14 
limited time parents have. Many times, brighter students receive preferential treatment 
and more opportunities than students who are not as gifted. These students would consist 
of those in top groups, tracks, and who receive the highest grades. Schools can act in 
ways that either include or exclude parents, and it is of the utmost importance that 
programs and practices are designed and revised to meet the current needs of students and 
parents (Epstein, 2010). Powerful bonds can be created when members of a community 
sense that others genuinely care about them. An example is when an employee who goes 
the extra mile, perhaps by taking extra time after school to work with a parent, is noticed. 
Trust is developed when staff members are true to their word. When school professionals 
feel trust and support on the part of parents, they feel safe to experiment with new 
practices in the classroom. Trust between school and community is a key contributor to 
improving academic productivity. When parents and community leaders are active, they 
become key assets for solving problems such as increasing safety and order (Bryk, 
Sebring, Allensworth, Luppescu & Easton, 2010). 
Sanfelippo and Sinaris (2016) state that the relationships built by schools with 
students, parents, and the community are just as important as educational philosophy, 
standards, and instructional techniques. Too frequently, excuses are made for not 
involving families more; regardless of language, culture, socioeconomic status, or time 
constraints, however, all families and community members should have access to the 
learning that is happening at school. Leaders must know the dreams of parents for their 
children, which can be achieved by surveying families to determine preferences for 
communication. Today, leaders can have their calendars linked on Facebook and Twitter 
so that both update simultaneously, which allows parents to check their social media of 
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preference for information. At the beginning of the year, the leader should establish goals 
for communication. Parents, students, staff, and the community should be notified prior 
to large events to build momentum. Sanfelippo and Sinaris (2016) also suggested a 
giveaway for the first five people who respond to a post. 
Leaders can increase family and community involvement by creating a shared 
decision-making team. The shared decision-making team can include teachers, support 
staff, families, students, and administration, allowing all stakeholders to collaborate and 
discuss school-related issues. In addition to a shared-decision making team, parents and 
children can serve key roles on several other committees, examples of which are a health 
and safety or hiring committees (Sanfelippo & Sinaris, 2016). 
 
Academic and Support Programs 
Developing effective school programs is particularly important in schools wherein 
there are students at a disadvantage. Effective school programs to assist disadvantaged 
students provide them with the intellectual and emotional tools that they must excel. 
Students at a disadvantage are dependent on schools to teach them literacy skills, and 
many students that do not read proficiently by the end of primary grades never catch up 
to their classmates, which, in the long run, causes many of these students to drop out of 
school. Advantaged students are provided with many opportunities to gain academic 
knowledge throughout their childhoods, which is why a culture of success and an 
academic curriculum embedded with academic vocabulary is important so that 
disadvantaged students can be provided with similar opportunities. School programs must 
provide high expectations, positive teacher-student interpersonal relationships, and strong 
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content-based curricula, and students must be able to decode, read, write, and spell, with 
literacy skills taught across all subject areas (Palumbo & Kramer-Vida, 2012). 
Schools around the country have developed different programs to support 
instruction. The successes experienced by these programs can assist leaders today in 
modelling their school improvement plan. The Perry Pre-School Project for poor, Black 
children provided full-day preschool to students in Ypsilanti, Michigan, engaging 
students in activities to increase intelligence and academic skills. Another program, the 
Abecedarian program, provided a half-day of preschool that taught similar intelligence 
and academic skills. Both programs resulted in substantial IQ gains for students entering 
elementary school (Nisbett, 2011). 
Students enrolled in the Knowledge and Power Program (KIPP) school remain in 
classes for more than 60% more time than students in regular public schools. Students 
start the school day at 7:30 A.M. and finish as late as 5:00 P.M. In addition, schools are 
open on some Saturdays and continue in the summer for several weeks. The KIPP is 
extremely successful: Teachers visit their parents and children in their homes, and the 
students see the KIPP as an extraordinary place, which stems from the belief of the 
teachers (Nisbett, 2011). 
 Dayton Early College Academy (DECA) is a successful charter school that 
opened in 2003 in Dayton, Ohio, an area wherein public schools were ranked the worst in 
the state. In the 2011–2012 school year, 73.7% of DECA’s students were low income, 
and 79% of the students were African American, 12% White, 2% Hispanic, and the 
remaining 7% Middle Eastern, Asian, and Multiracial. There were several reasons for 
DECA’s success. First, DECA focused on gathering data to identify problems and 
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develop approaches to help students. Over the years, the faculty developed several 
academic and social support systems to help students become college bound. Students 
take college classes prior to graduating high school, and Socratic seminars were created 
to develop students’ speaking skills and ability to defend claims. Dayton Early College 
Academy creates an atmosphere wherein students are instilled with a college-going 
identity. Teachers are hired as teacher-advisors to both teach and develop supportive 
relationships with students. Over the past five years, all but two of DECA’s graduate 
students enrolled in college. In 2010–2011, DECA’s eleventh-grade pass rate for science 
was 97.1% and 100% for writing, reading, social studies, and mathematics. This contrasts 
with other Dayton high schools that averaged a 64.3% pass rate in science and 85.5% in 
writing (Collopy et al., 2012). 
 Bonnie Whitmore took over as school principal of Hancock Elementary School in 
Chicago in 1989, during which time it was among the hundred worst elementary schools 
in Chicago. Whitmore held monthly staff breakfasts to create opportunities for staff 
collaboration, and as a result, staff started to feel comfortable discussing their practice in 
the classroom. Staff attendance of outside professional developments was encouraged, 
and teachers who began to attend professional developments were made leaders in the 
school. Principal Whitmore implemented common planning periods for each grade level, 
and the Hancock school added a few minutes to each school day, so that one day per 
month, school let out early so that teachers could participate in professional development. 
Additional substitute teachers were hired, which enabled teachers to observe other 
teachers’ classrooms. Teachers were also able to work with outside professional staff 
developers. Instructional improvement efforts focused on literacy: Student reading and 
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writing skills were the most important goal the elementary school, and faculty agreed to 
adopt a literacy framework and the teachers nurtured a “love for reading.” Teachers at 
Hancock agreed to conduct reading and writing assessments every five weeks, whence 
they were able to analyze their student data. Teachers also participated in workshops 
created to enhance their teaching skillsets, and Hancock elementary school began to use 
external resources to improve the school’s weakness in mathematics. Two faculty 
members from a university came to Hancock to assist teachers in diagnosing gaps in 
mathematics instruction and to improve the alignment of curricula across all grades. 
Another key element to school reform was assembling a social services support team, 
which helped establish access to external program services for students and was well 
beyond the school’s prior offerings. Various universities, hospitals, and neighborhood- 
and citywide social service agencies were put in place to support the students of 
Hancock, which also developed a parental GED program that offered job search classes. 
Another program that the school developed was Real Men Read, whose goal was to have 
male role models from the neighborhood read stories to children. Staff members were 
constantly looking for ways to strengthen ties to the local community. Principal 
Whitmore knew that she could not lead everything but instead had to serve as facilitator, 
using the strengths and talents of her staff and allowing leaders to emerge. The efforts of 
Principal Whitmore and her staff led Hancock to be ranked as one of the most improved 
schools in both reading and mathematics in Chicago, and in 1997, Principal Whitmore 
was one of 22 school principals in Chicago to win a School Leadership Award from the 
Chicago Principals and Administrators Association (Bryk, et al., 2010). 
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 Decisions about children’s learning should always focus on the best interests of 
the children; however, leaders sometimes implement or fail to implement changes to 
pacify adults. Students must believe that educators are advocating for them, and learning 
opportunities must be available to students, providing them with opportunities to innovate 
and purse passions. This can occur by giving students choices within the curriculum, for 
example, giving students the opportunity to choose their own research topic rather than 
the teacher assigning one. Students work best when they believe that their schoolwork 
has value (Sanfelippo & Sinaris, 2016). 
Today’s learning environment requires a combination of technology and 
pedagogy to create a dynamic new learning environment. Content must be engaging to 
both educators and students and must also be easily accessible both in and outside of 
school. Students become more engaged when their education is relevant to their lives and 
helps them understand the world in which they live (Dufour & Fullan, 2013). 
The arts, as indicated by Reeves (2009), are integral to intellectual and academic 
growth. Reeves (2009) also writes that increased literacy time not only increases 
performance in English language arts, but also science, social studies, and mathematics. 
These results were realized when three hours of literacy instruction per day were 
implemented in elementary school, and double periods of literacy instruction were 
implemented in secondary schools (Reeves, 2009). 
Grading systems are effective if they are accurate, fair, and timely. Grades should 
not be a punishment: Many teachers have eliminated the use of a zero because of its 
punitive effects on students, and no single project, exam, test, or lab should increase or 
decrease as student’s grade dramatically. A meaningful consequence for missing work 
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can be making up the work before, during, or after school. When students make mistakes, 
they should be presented with learning experiences that lead them toward success 
(Reeves, 2009).  
 
School Culture 
Leaders who seek to develop school culture must consider the leadership skills 
they want to inculcate in teachers. To accomplish this the administrator must assist in the 
training of teachers. Teachers can be presented with opportunities to grow accordingly, 
for example, by leading meetings. Leaders may come across situations in which pushback 
from other teachers occurs, and they must learn to anticipate this pushback and know 
how to handle such situations. Developing school culture creates an innate sense for 
educators to desire achievement for all students. Programmatic changes must not be made 
solely by the principal, but collaboratively with staff, and leaders must create 
opportunities for teachers to share their ideas. These opportunities should identify the 
expectations of each teacher in their role. The principal can allow teachers to lead the 
way on certain issues regarding student learning. For example, teachers can align writing 
expectations across classrooms and grades (Fiarman, 2017). According to Modoono 
(2017), trust is the most important factor in building a collaborative and positive school 
culture. When trust is developed, it creates a sense of value within the teacher, who feels 
that the leader believes in them, which commits teachers to maintaining a healthy culture 
in which they look forward to coming to work. When teachers value the opportunity to 
collaborate, they are willing to take the risks that new learning requires and can then 
develop new strategies that they can use in their own classrooms with their students. 
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Leaders build trust in staff by showing empathy for staff members who are perhaps in a 
difficult life stage. How a leader responds to a staff member who is coping with an issue 
such as a sick parent or marital or child struggles will greatly impact trust, and leaders 
also develop a culture of trust by acknowledging and congratulating staff when 
experience great moments in life. Leaders must be honest about their agenda, as honesty 
is a key component of building trust and culture. A notable sign of trust is when teachers 
are able to discuss their concerns with the leader. While leaders cannot say “yes” to 
everything, when teachers come forward with ideas, they ought to feel as though their 
voices are heard (Modoono, 2017). 
Fullan (2001) shares the way a school system in New York District 2 improved 
under the direction of Superintendent Anthony Alvorado and his staff. Networks have 
been made inside and outside the district that provide examples of exemplary practices 
for teachers and administrators. Teachers conduct inter-visitations daily and have peer 
consultation to identify best practices, and teachers and administrators visit schools and 
districts outside of their own to assist in the development of new instructional practices. 
Principals attend monthly principal conferences that focus on improving instruction. 
Fullan (2001) has found that many principal conferences focus on administrative business 
rather than instruction, which is not the case in District 2, where the focus is always 
instructional. Principals gather in study groups to analyze content problems together, and 
teachers in District 2 engage in regular professional development with expert consultants 
in their fields of study who focus on instructional issues in the school and work with 
grade-level teacher teams and teachers to develop new teaching approaches. 
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Sanfelippo and Sinaris (2016) remind leaders that some of the first impressions of 
school culture are building exteriors and parking lots, which communicate how much the 
school cares about the appearance. Similarly, the manner in which the main office, whose 
staff are the first people with whom guests and guardians interact, appears to and greets 
visitors is important. Relationships must be fostered with all stakeholders, including 
teachers, custodians, secretaries, families, teacher aides, bus drivers, and all other 
members of the school community. Sanfelippo and Sinaris (2016) created an acronym 
from the word “culture” – Communication Uncovers Learning Transparency Ultimately 
Reveals Everything. A leader who is accessible is able to communicate well with the 
entire school system, and clear communication and transparent practice will have positive 
effects. Communication frequently centers on curricular decisions and how they affect 
teachers, as well as on school polices that effect students and families. Sanfelippo and 
Sinaris (2016) advised leaders to provide food during meetings, which helps people get 
comfortable, and to question the staff about the status of the school’s culture. Leaders 
then of the feelings and impressions of the staff, which provides information on the 
direction the leader must take to improve school culture. They also state that the manner 
in which the school will communicate families must be shared; communication can take 
the form of emails, newsletters, video updates, and face-to-face meetings. Leaders must 
also question the community, and when there is a matter of concern, the leader should ask 
a cross-section of the community how they feel. Children and teachers enjoy being in a 
school in which they feel valued, and this is the type of setting that the leader must thus 
create. 
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Another way leaders can develop a positive school culture is by empowering 
staff. Leaders can identify and use the strengths of their staff, helping build confidence 
and empowering them (Sanfelippo & Sinaris, 2016). 
School culture can be improved for students by asking them for input and 
providing them with more opportunities for involvement. Students can also become 
ambassadors for new students by providing the new student and family with a building 
tour and can also serve as a buddy for a new student. Every school should be student-
centered and safe for children. When children are happy, their brains release endorphins 
and prime the students for learning. Educators must provide an environment that supports 
students as they learn and grow (Sanfelippo &Sinaris, 2016). 
 Dufour and Fullan (2013) assert that the best way to create substantial school 
improvement is to develop a Professional Learning Community (PLC), which creates a 
systemness, which occurs when all stakeholders are making a contribution to the larger 
system. Staff members are committed to improve not only their practice, but the school as 
a whole. In PLCs, educators study curriculum frameworks and configure the specific 
knowledge and skills that students must successfully complete the curriculum. Together, 
PLCs examine effective means of assessing student learning, which occurs when teams 
develop common formative and summative assessments. The evidence of student 
learning is analyzed together to create ways to improve teaching practice. Not only do 
staff members create ways to ensure that students are learning the topics, but they also 
provide opportunities for students to extend their learning if they have mastered the topic. 
A PLC has six qualities, the first of which is a shared mission, vision, values, and goals, 
all focused on student learning. The second PLC quality is a collaborative culture, with a 
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focus on student learning. The third is collective inquiry into best practice and current 
reality, and the fourth is action orientation, or learning by doing. The fifth quality of a 
PLC is a commitment to continuous improvement, and the last quality is result-
orientation. Three assumptions govern a PLC, the first of which is that the number-one 
priority is learning: All stakeholders are committed not only to the learning of students, 
but also to the learning of staff. The second assumption is a collaborative culture, so that, 
working together, the PLC members can make important decisions, provide support, and 
learn from each other. The third assumption is a result-orientation, whereby staff 
members assess student learning and use the evidence to make decisions on teaching 
strategies (Dufour & Fullan, 2013). 
 To change culture, the leader involves staff members in a process that causes 
increases staff engagement and decreases skepticism. There is no stronger accountability 
then peer accountability, as this causes staff to be self-motivated and to push themselves 
to become better. As other staff members see changes, positive, collaborative competition 
begins to occur and the leadership team ensures that all stakeholders in the system are 
aware of their initiatives and why they are worthy of their time and energy. The leader is 
thus motivated and compelling and also listens to the concerns of stakeholders, which 
leads to deep commitment to cultural change on the part of all stakeholders. Non-
negotiables that must occur are established by leaders, but opportunities are provided for 
staff to have discretion on how they will meet the non-negotiables. Leaders also provide 
on-going adult learning and embeds professional development opportunities in the job so 
that these occur collectively in the instead of individually. Professional development is 
tailored to the needs of teachers. The teams within a PLC ensure that they have a 
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guaranteed curriculum such that all students have access to the same knowledge and 
concepts regardless of their teacher. However, within the curriculum, the teacher also has 
a voice on how the curriculum will be implemented. Curricula are both vertically and 
horizontally aligned, and classes frequently have team-developed formative assessments 
wherein PLC teams analyze effectiveness and modify future practice based on the results. 
In their teacher teams, teachers regularly discuss students who are struggling and explore 
alternative instructional materials that may be helpful to the students. Feedback loops are 
use after assessment, whereby educators are provided with information on assessments. 
Collaborative discussions are then held on how to improve results, and data is used to 
learn, not to judge, as it is impossible to establish a system of trust wherein teachers are 
judged by the results of this process (Dufour & Fullan, 2013). 
 Systemic improvement relies on creating dispersed, shared leadership. Leaders 
must have goals and know what they are trying to accomplish, and staff must know 
where they are going and how they contribute to the success of the system. While leaders 
identify long-term goals, teachers nevertheless have academic freedom in the manner in 
which these goals are achieved, as long as their curriculum aligns with that of their 
colleagues. High-performing systems are based on three concepts: 1) having a technical 
core of teaching and learning; 2) continually developing the capacity of staff to support 
daily, high-quality instruction; and 3) using evidence of student learning to inform 
professional practice. Students who are struggling should be provided with additional 
time and support that is diagnostic, precise, directive, and systematic (Dufour & Fullan, 
2013). 
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 For PLCs to be successful, staff members must be assigned to meaningful teams. 
In elementary school, teams are usually formed at the grade level, while in secondary 
schools, teams are commonly based on subject area. These teams must also be provided 
with opportunities to collaborate with each other. Finally, collaboration must focus on 
discussion. Dufour and Fullan (2013) provide the following questions that should be 
asked in PLC teams: 
What are the essential knowledge, skills, and dispositions our students must 
acquire? 
What assessment process was used to gather evidence of student learning? 
What does the evidence of student learning reveal about the effectiveness of 
different educational practices? 
Who on our team is getting consistently better results in an important area of 
student learning, and what can we learn from this teammate? 
Which students need additional time and support to help them acquire the 
essential knowledge and skills? 
How will we provide the students with additional time and support for learning in 
a way that is timely, precise, diagnostic, directive, and systematic? 
Which students need enrichment and extension of the learning because they have 
already demonstrated proficiency? 
What are the areas in which our students consistently struggle, and what is our 
theory regarding why these skills or concepts are proving difficult for them? 
What do we must learn individually and collectively to improve upon our ability 
to help students succeed? 
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What action research can we initiate to test the impact of our own learning?  
(Dufour & Fullan, 2013 p.70) 
 Culture refers to the manner in which things occur in school, and it is developed 
by the behavior, attitudes, and beliefs of staff (Reeves, 2009). Reeves (2009) listed four 
imperatives of culture change: 1) Leaders must identify what will not change; 2) leaders’ 
actions speak louder than their words; 3) leaders must use the appropriate change tools, 
for example, training, measurement systems, role modeling, and vision, for the system; 
and 4) leaders must pay personal attention to all staff, which can include taking turns as a 
substitute teacher or spending time with bus drivers (Reeves, 2009). 
 An effective way to create a positive school culture at the beginning of the year is 
for the leader to design short-term wins within the first few weeks of school, which helps 
create a positive culture and build the confidence of staff members. One way that leaders 
can initiate positive school culture is by presenting positive data to the staff. The leader 
can post the percentage of staff that agreed on the score of an evaluated student 
assignment every two weeks, and with continued practice, these percentages will 
increase. When leaders make a case for change with staff, they must be compelling by 
assisting staff in understanding the need for change (Reeves, 2009). 
 
Leadership 
Leadership is paramount in education. Crum and Sherman (2008) indicated that, 
more often than not, the brunt of the burden for school improvement and to meet 
accreditation standards falls squarely on the leader (as cited in Tirozzi, 2001). Leaders 
develop a leadership identity, mission, purpose, and vision. Identity refers to a leader 
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knowing who they are as a leader prior to leading a school and understanding what his or 
her presence means to students, staff, parents, and the community. The mission that 
leaders develop drives what the leader aims to accomplish. The purpose answers the 
question of why the leader is doing what they are doing, and, finally, vision is what the 
leader wants to become and change in the school (Kafele, 2017). Listening is at the 
forefront of school transformation, for by listening, leaders gather information and drive 
reform through the power of relationships. Asking instead of telling and becoming a 
learner instead of the expert assists leaders in realizing their vision by fostering a 
collaborative culture that develops the capabilities of teachers and staff, enables the 
leader to understand the root causes of inequity, and models an inquiry approach to 
realize improvement. During a time of change, listeners gather input from several 
stakeholders and thereby assist colleagues in embracing the new change. Leaders who 
listen recognize that much of the data that is needed can be found by listening to students 
and staff members, and change is facilitated because it was made collaboratively (Safir, 
2017).  
Research has identified the characteristics and actions of successful leaders. Crum 
& Sherman (2008) conducted an exploratory study designed to provide insight on how 
successful high school principals facilitate high levels of student achievement. The 
effective practices were characterized according to several themes: developing personnel 
and facilitating leadership, delegating responsibly and empowering the team, recognizing 
ultimate accountability, communicating and building rapport, facilitating instruction, and 
managing change. Developing personnel and facilitating leadership provides staff with 
the skills that are necessary to grow, and it creates leadership paths for staff. When hiring 
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personnel, it is essential to ensure that they fit into the community, school, and culture. 
Principals provide their staff with professional development opportunities that are 
designed to increase instructional capabilities. Responsible delegation and team 
empowerment are important to distribute organizational responsibilities to staff members. 
The development of an organizational framework identifies the responsibilities of the 
principal and those of stakeholders, providing information so that all stakeholders know 
their responsibilities within chain. The principal empowers their assistant principals by 
providing them with the tools necessary to lead. Teams or committees are created 
throughout the school to make influential decisions about school improvement plans, 
atmosphere concerns, and the overall instructional design of the school. This teamwork 
approach can have a significant positive impact on student achievement. Principals 
understand that they have ultimate accountability and they empower staff while knowing 
that they are accountable for all activities and people in the building. While principals 
adopt the role of director of instruction, they nevertheless understand the importance of 
empowering others. Communicating and rapport with staff and stakeholders is integral to 
the success of principals and schools. The majority of school improvement initiatives 
cannot be accomplished without effective communication and rapport. A principal must 
be able to communicate his or her vision, modelling and discussing and demonstrating 
their commitment to it. Positive rapport with staff is an essential characteristic of a 
successful principal. Facilitating instruction entails providing teachers with the materials 
they must be successful. Principals facilitate the faculty’s use of student assessment data 
to drive instruction. Conversations are conducted with stakeholders concerning the data 
and how it can be used to drive instruction. For principals to see learning occur and 
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witness what is being taught in the classroom, principals should conduct several short, 3–
5 minute classroom walk-throughs, and the information gathered hence data should then 
be used to engage in productive dialogue with teachers. Change is an important 
component of education, and it is necessary for staff to understand the rationale behind 
change. Principals must be aware of resistance that may occur and strategies to counter 
this resistance (Crum & Sherman, 2008). 
 Fullan (2001) lists five components of leadership. The first is moral purpose, 
which is realized when the leader acts with the intent to improve the lives of all 
stakeholders within the system. Moral purpose helps create intrinsic commitment within 
staff. External commitment is created by staff following guidelines such as APPR, and 
internal commitment is created within staff when they share the moral purpose of the 
leader, thereby having an innate purpose to improve the lives of all students. 
Fullan’s (2001) second component of leadership is understanding change. A 
successful leader is not one that innovates the most. In fact, if too many changes are 
made, even if leaders can have fantastic ideas, without lack internal commitment within 
staff, then there is no long-term buy-in. When a change is initially implemented, an 
implementation dip occurs because staff must learn new skills and familiarize themselves 
with new activities and concepts. During this time, the leader must coach the staff. Some 
staff may experience a psychological fear of change, and change is always accompanied 
by resistance, but leaders can learn from disagreement from staff members. However, if 
resistance is ignored, the progress of the change is impeded. When change is 
implemented, the leader must assess whether it is positive and must evaluate the impact 
of the change on school culture.  
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The third component of leadership enumerated by Fullan (2001) is relationships. 
Positive relationships must be fostered with staff for effective leadership, and 
relationships must also be made with the staff who raise objections. Effective leaders are 
able to improve both their own emotional development and that of their staff members. 
Fullan’s (2001) fourth component is knowledge creation and sharing. Leaders are 
able to create a culture wherein learning and sharing is regular practice and in which 
teachers regularly work together to improve instruction. Examples are teacher inter-
visitation, teacher engagement in regular professional development, and teachers 
collaborating to develop best practices to support students. 
The fifth component of Fullan’s (2001) leadership model is coherence making. A 
large problem in schools is the presence of too many projects or initiatives that have 
become disconnected and led to a lack of coherence. A feature of a school or organization 
that has coherence is lateral accountability, which places pressure on colleagues to 
contribute. If a staff member is not contributing, they are likely to stand out. Knowledge 
sharing is also continuous among staff. Another feature of a school that has coherence is 
that staff inspire each other and are motivated to share and understand that together, they 
can develop best practices to support students. Finally, the key for a leader to develop is 
to be a continual learner, and the knowledge the leader has developed must be shared 
such that it creates coherence among staff. 
 Sanfelippo and Sinaris (2016) state that a leader must model transformative 
practices, whereby innovating becomes a norm. The leader must value positive and 
healthy relationships with staff to develop trust and respect. Sanfelippo and Sinaris 
(2016) provide several suggestions for leaders to create a positive school culture. Leaders 
    
 
32 
should listen, which they can do by reserving at least two 15-minute blocks in their 
schedule during which to speak to staff and hear their thoughts. Leaders must also listen 
by surveying staff, families, and students, such as through google forms, Twitter, and 
emails, and following up by sharing the results with the stakeholders. Leaders must make 
time to have lunch with kids, in the cafeteria or inviting groups of students to sit down 
and have lunch. Celebration must be public, and the school’s accomplishments should be 
posted for all to see. Leaders must spend at least an hour out of the office per day, which 
will help their visibility and engagement. Morning announcements should be used to 
motivate the community, and students should rotate to communicate what is happening at 
school. One way leaders can show that they understand the value of planning to teachers 
is by giving them extra planning time by covering their class themselves. Leaders can 
also start a voluntary club during recess, thereby providing a designated time during 
which the leader can be engaged with children throughout the day. The leader can be 
more transparent by creating a blog to share educational philosophies and can create a 
dream team that includes teachers, staff, families and students to generate ideas on how 
the school can be improved. 
It is of upmost importance that the leader builds relationships with staff. When 
there is a new leader, there is usually a period of honeymoon during which the staff is 
excited to hear a new voice, and leaders must capitalize on this opportunity by 
developing relationships. This can be accomplished by writing positive notes to staff 
members, following through on commitments, and creating a google form on which staff 
can share the great things they are doing. Prior to the school year, the principal can call 
the teachers to notify them that they are excited to see them at the start of a great school 
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year and can provide a return-to-school care package that includes a T-shirt in their size. 
Another way in which principals can build relationships with staff is showing them that 
they care about their time on the first day of the school year. Instead of having an opening 
meeting, a 10-minute video can be prepared for staff to review, which gives staff 
additional time to set up their classroom. Relationships with staff can also be built after 
school if leaders find venue possibilities or comfort zones wherein teachers and school 
leaders can get together outside of school. Finally, the school leader can participate in 
large events with students and staff (Sanfelippo & Sinaris, 2016). 
Sanfelippo and Sinaris (2016) provide examples of how leaders can assist their 
staff in becoming more engaged, for example, by developing passion projects that allow 
staff to choose a project and create a personalized learning plan. Within their 
personalized learning plans, the teacher can include a student data component so the 
teacher can reflect on how the lesson satisfies state requirements. Many teachers feel that 
the professional development with which they are provided is of low quality and is not 
relevant to their practice, so teachers would be more engaged in professional 
development if they are given the opportunity to choose the type of professional 
development that they desire, as well as the time and place at which it occurs. New 
professional development opportunities can include a collegial book study, a Twitter 
chat, working with a PLC, or watching a webinar. Staff members take larger educational 
risks when they are provided with the opportunity to set their own goals. 
Leaders can improve school culture by providing teachers with the time that they 
need. The incorporation of a common planning time into the schedule is an asset to 
teachers when they meet with their department or co-teachers. Faculty meetings should 
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not be used to read with the staff, as this can be completed by the staff members on their 
own; instead, a staff meeting is an opportunity for the faculty to meet in small groups for 
learning opportunities (Sanfelippo & Sinaris, 2016). 
Leaders must eradicate deficit thinking, that is, the negative mindset that includes 
excuses of why students cannot learn because of socioeconomic status, neighborhood, or 
other perceived disadvantage. Mindsets that encourage innovation, growth, opportunity, 
and positivity must instead be embraced (Sanfelippo & Sinaris, 2016). Students perform 
exactly how it is believed they will perform. Sanfelippo and Sinaris (2016) provide a 
five-step blueprint to eradicate deficit thinking. Step 1 is to develop the capacity of 
students by focusing on their strengths. For every weakness, the teacher must find a 
strength, which helps them to feel confident and empowered. In Step 2, the leader 
recognizes the positive work that both students and staff are completing. Step 3 involves 
encouraging educators to learn something difficult, thereby providing them with an 
experience similar to what students are undergoing when they struggle. Step 4 is to grant 
students access to diverse learning opportunities, as too strong a focus on math and 
literacy does not give students the opportunity to develop potential talents. Students need 
opportunities to explore their passions. Step 5 involves celebrating the great things that 
are happening at the school, for example, through weekly newsletters. 
To enact systemic reform, leaders must establish coherence, that is, a shared 
mindset among all constituents within a system. Coherence starts with a strong leadership 
team with shared objectives that can successfully communicate to all stakeholders, 
informing them of the purpose, priorities, and goals of the system. Leaders must plan for 
change and be able to engage stakeholders in it, providing staff with resources to prepare 
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them. During this process, principals must ask collaborative teams what they must do to 
meet the goals of the change process (Dufour & Fullan, 2013). Dufour and Fullan (2013) 
recommend strategies for coherence making, according to which leaders should first 
focus on a small number of goals and place instruction and student achievement at the top 
of the agenda. When decisions are made, they are made with teaching and learning in 
mind, and capabilities develop based on the agenda that the leader is implementing. 
Finally, educators continue to realize that they are part of a bigger picture, valuing the 
positive impact that they have on the student, school, and district. 
Change leaders must address three issues: 1) they must identify the obstacles that 
are impeding progress; 2) they must identify the support and resources needed by the 
staff to promote progress; and 3) they must identify and celebrate positive to generate 
momentum. Resolute leaders can anticipate opposition and respect other opinions and 
remain resilient in the face of pushback and unforeseen obstacles, continuing to work 
year by year and improving systems to achieve their goals while remaining open to 
feedback from staff (Dufour & Fullan, 2013). 
Dufour and Fullan (2013) state that leaders must gather the following information 
to have successful systems: 
Are systems in place to monitor progress, identify obstacles, and engage the 
organization in removing those obstacles? 
Is the organizational structure congruent with the organization’s strategic goals 
and priorities?  
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Do Collaborative teams have a clear understanding of the rationale for the 
system’s initiative, how they contribute to the initiative, and the short – and long-
term goals that should guide their work?  
Do teams have sufficient autonomy to solve problems and take ownership of the 
initiative? 
Do teams have sufficient time to focus on meaningful work? 
Do teams have the necessary resources to move forward efficiently? 
What events, problems, or reoccurring conditions are contributing to setbacks for 
teams, and how can we work together to address those concerns? 
Do we encourage team members to help one another? 
Do we provide support for teams? In what form? 
Are we helping teams approach problems with a learning orientation rather than a 
blame orientation? Are we modeling and learning orientation? 
Does communication of ideas flow freely between team members and among 
teams? 
Do team members show respect to one another? 
Is there a sense of personal and professional affiliations and professional 
affiliation and camaraderie within the team? 
Do we demonstrate respect to team members by acknowledging their 
contributions to progress, attending to their ideas, and treating them with an 
assumption of good intentions? 
Do we acknowledge and honor of the efforts and achievements of individuals and 
teams through celebration of small wins? 
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(Dufour & Fullan, 2013 p.73-74)  
 Reeves (2009) explains how change leadership involves a vision far beyond the 
individual but also elevating the individual. Change leaders share examples of kindness, 
caring, and compassion that must occur in schools. A shift in mindset must occur, for 
change is not a personal attack on staff but a meaningful opportunity for growth. Prior to 
change, the leader must provide a rationale and focus, informing staff of what is 
meaningful to them and not changing. Another practice that some principals have 
implemented is for every new program that is implemented to remove at least one other 
program. When principals implement a new program, they must also reassure staff that 
they will support and work with them, showing the staff how important they are in the 
context of creating positive change. The principal must respect the time of his or her 
staff, making sure that meetings are always on time and shortening those that do not 
contribute to student achievement. Faculty meetings can be use for staff to 
collaboratively score student work, so that when teachers do not agree with student 
scores, they can work out their disagreements. The development of score guides provides 
clarification, which then improves the clarity of assignments. Faculty meetings can also 
be used to review teaching strategies, develop assessment methods, and discuss 
individualized instruction strategies. Professional development must be meaningful to 
staff. A focus on professional development can be on what to teach, how to teach it, and 
how to meet the needs of students (Reeves, 2009). 
 Effective leadership requires a clear vision and values that can be clearly 
articulated without simply being read from paper. Only deep implementation and buy-in 
from staff will realize the desired effect on student achievement, but resistance from staff 
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will occur, because some staff are hostile to change. Effective change requires that 
teachers collaborate in the process, and sustainable change comes from a system that has 
shared values. Collaboration should focus on individual student development by 
analyzing recent assessment data (Reeves, 2009). Reeves (2009) conducted a study with 
6,000 respondents on teachers efforts in the change process. The results showed that 17% 
of teachers would lead efforts to facilitate change. Fifty-three percent of teachers would 
model change in their classroom and let others observe them. Twenty-eight percent of the 
teachers were labelled as fence-sitters, who are aware of the change initiative but still 
have not implemented the change. Finally, the last 2% are referred to as the toxic 2%, 
who are unaware of or actively oppose the change. The focus from the leader must be on 
the 98%, rather than on the toxic 2%. While it is impossible for the leader to be effective 
in every leadership character trait, an effective team can exhibit all the leadership 
characteristics needed for change (Reeves, 2009).  
In regard to assigning teachers to classes, the leader must assign the most 
qualified teachers to the most complex and most challenging classes. Leaders must select 
the appropriate teachers and administrators. Carl Santoro, Chief Academic Officer of 
Seattle public schools had principals observe different classrooms then report their 
observations back to him to determine what type of instructional practices, classroom 
environments, and student characteristics the candidates observed. Leadership candidates 
must also analyze data, with optimal candidates looking deeply at the data and discussing 
and questioning instructional practices, curricula, and assessments. When leadership 
teams hire teachers, part of the hiring process should be to evaluate samples of student 
work (Reeves, 2009).  




Anthony Bryk’s Essential Supports for School Improvement 
The Chicago Reform Act of 1988 provided resources and authority to Local 
School Councils, which consisted of the principal, two teachers, six parents, and two 
local community members (high schools also had a student member), to reform their 
schools. They were granted the authority to hire a building principal under a four-year 
performance contract, and principals were able to hire teachers and were given primary 
responsibility for developing their school’s annual improvement plan and budget. The 
average elementary school received about $500,000 in discretionary funds, which could 
be used for a wide range of purposes, including hiring staff, purchasing new equipment 
and materials, funding new programs, or securing more professional development time 
and services. The belief was that enabling local school professionals to re-connect with 
parents and communities would be more effective than an impersonal city mandate. 
School community leaders had to develop their own plans for student learning. This 
decentralization of educational reform created an opportunity to examine the effects of 
different types of school change. In 1990, 9 out of 10 Chicago public school students 
came from a racial minority (57% African American, 28% Latino). According to the 
1990 census, 40% of Chicago families had incomes below the federal poverty line, and 
82% of students in Chicago public schools were eligible for free or reduced lunch in 
1994. Early findings on reforms found that one-third of schools were self-initiating and 
actively restructuring; another third were engaged in a similar process but were 
struggling, while the final third of public schools showed no visible change. When 
considering student outcomes in Chicago, it is important to remember that when school 
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reform occurs student outcomes may actually look worse in the short term during the 
process of change. Although productive reform in many schools occurred, there was little 
evidence of any significant change of standardized test scores from 1990 to 1991. In 
1990, only 24% of Chicago elementary students scored at or above the national average 
for reading comprehension, and only 27% in mathematics. These scores continued to 
drop from 1991 to 1992. Finally, by 1996, 29% of students met the national norms for 
reading and 31% met the norms for mathematics. Although the scores were still not 
acceptable, positive trends had begun. However, among the 118 most improved schools, 
37% scored at or above national norms in English and 42% in Math. The 118 schools that 
displayed the least improvement remained as they were, with around 24% of students 
matching national norms in reading and scores dropping to 25% in math (Bryk, et al., 
2010). 
The Consortium on Chicago School Research developed a survey to determine to 
what degree essential supports in Chicago elementary schools were developed. The five 
essential supports in the study included an instructional guidance system, professional 
capacity, parent-community-school ties, a student-centered learning climate, and school 
leadership. The statistical analysis was primarily focused on surveys conducted in 1994, 
which was the midpoint of the decentralization reform in Chicago. The survey included 
205 questions to teachers, 70 questions to students, and 8 questions to principals. In the 
study, there were 14 indicators for the five essential support subsystems (Bryk, et al., 
2010). 
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Anthony Bryk’s (2010)  framework provides school communities with a guide to 
how the five essential supports interact with each other to improve classroom instruction 
and ultimately raise student outcomes (Bryk, et al., 2010). 
Leadership is a driver for change: It is the essential support that drives the other 
four and was one of the 14 indicators in the study. Principals play a tremendous role in 
systemic improvement, building relationships with parents and local communities and 
making the school building an environment that welcomes parents and is concerned with 
the well-being of the children. Principals enhance the professional capacities of current 
staff by providing support and time for development. Principals are expected to be 
instructional leaders and are expected to be experts in teaching and learning. The school 
building is one that promotes continuous improvement, and the school learning climate is 
one in which students feel safe and supported to succeed. Leadership is the driving 
system to create school-based change. Three subsystems of leadership include the 
managerial, instructional, and the inclusive-facilitative. The managerial pertains to how 
the school is managed, including communication with parents and staff, supplies, 
willingness to support new ideas and programs to improve student learning, and 
organization. The instructional dimension directly impacts student engagement and 
learning. Principals must be knowledgeable of curriculum and must be able to analyze 
instruction and provide effective, formative feedback to teachers. Leaders must be able to 
articulate high standards for learning and support teachers in reaching these standards. 
There should be focus on student data reports and regular classroom visits to analyze 
student learning. Leaders must be able to coordinate school projects and reform, which 
must be orchestrated such that they support instructional goals. Leaders must ensure that 
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programs are not disconnected and wasteful, and they must seek to develop distributed 
leadership that empowers others while simultaneously being able to challenge others who 
block efforts toward positive change. The inclusive-facilitative dimension pertains to the 
leader’s ability to inspire teachers, parents, school community leaders, and students 
around a common vision of reform. When teachers feel that they have had influence on 
the decision-making process, there is more buy-in. Involving all the aforementioned 
stakeholder groups will create a more productive and continuously improving school 
organization (Bryk, et al., 2010). 
Instructional guidance is an essential support that is directly related to classroom 
instruction and includes the curriculum content to which students are exposed. Teachers 
must be supported with instructional materials, assessment methods, and general 
pedagogies that, in turn, support the curriculum content. Distributing these tools aims to 
prevent gaps in curricula within and across grade levels, as these can weaken overall 
learning. Assessments within the curriculum should include opportunities for students to 
be engaged in inquiry. Authentic work products should be used to assess learning and 
provide several opportunities for group work involving peer discussion. Instructional 
guidance had one indicator in the study, namely, curriculum alignment. The mathematics 
curriculum alignment was measured at each grade level, and the study reviewed how 
much time was spent on 54 possible topics across each grade level during the school year, 
thereby assessing the pace at which new topics were introduced into the curriculum at 
that school. This data was then compared with the content analysis on the standardized 
math state exams (Bryk, et al., 2010). 
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The essential support professional capacity was the most extensively studied 
component of the survey. Professional capacity connects directly to the classroom 
instructional triangle and includes six indicators: teacher background, frequency of 
professional development, quality of professional development, changes in human 
resources, work orientation, and professional community. The composite indicator of 
teacher background had two measures, namely, teachers’ cosmopolitan experience and 
the quality of the undergraduate institution they attended. The cosmopolitan measure 
focuses on the diverse set of experiences that a teacher had. The indicators of frequency 
and quality of professional development were measured by teacher reports of their 
participation therein. Teacher responses included the quality and relevance of these 
professional developments. It is important that teachers be provided with quality 
professional development, as this assists them in remaining up-to-date in new content in 
their areas and in growing individually. They must value and be committed to improving 
their skillset and the school. The next indicator of professional capacity was changes in 
human resources, which became a leading indicator of systemic school improvement and 
includes the principal’s ability to hire quality teachers and to remove problematic 
teachers. Work orientation was another indicator of professional capacity and included 
two measures: teachers’ orientation toward innovation and school commitment. This 
indicator captures the teachers’ willingness to try new instructional practices in the 
classroom, as well as their attitude. The final indicator of professional capacity was the 
concept of school-based professional community, which contains six measures. Four 
measures of professional community focus on specific practice, namely, public classroom 
practice, reflective dialogue, peer collaboration, and new teacher socialization; while the 
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last two measures aimed to determine whether teachers embrace collective responsibility 
for school improvement with a specific focus on students learning. The effectiveness of a 
school relies heavily on the quality of teaching, which refers to a school’s ability to 
recruit and retain quality staff. Teachers’ knowledge of their content area and pedagogy 
are integral to student success, and this includes choosing materials and activities that 
capture student interest. Schools must function as professional learning communities and 
settings in which teachers engage in critical dialogue with their colleagues and in which 
classrooms are available for colleague and consultant visits. Teachers thus collaborate to 
identify best practices (Bryk, et al., 2010).. 
The essential support parent-community ties contained 2 of the 14 indicators in 
the study, namely, teachers’ ties to the community and parent involvement. The three 
measures of the indicator teachers’ ties to the community were the teachers’ knowledge 
of the community, the depth of their personal ties to the community, and their use of 
community resources in their instruction. The second indicator of parent-community ties 
was parent involvement, which included two measures, namely, teachers’ outreach to 
parents and parent involvement in the school. Parent-community ties have an impact on 
student motivation to participate in school and to work within the instructional triangle. 
Three dimensions are critical to develop parent-community ties. Schools must make an 
effort to reach out to parents to engage them in the school. Parents must support learning 
and have a voice within the school decision making process. They must be partners with 
the school in the education of their children. Teachers must understand student culture 
and recognize the local community, which is especially the case in urban schools where 
teachers may often not match the race, ethnicity, or social class of their students. A deep 
    
 
45 
understanding of the students backgrounds is a powerful resource to make interpersonal 
connections, and teachers knowing their students is essential to developing effective 
lessons. Community organizations must be involved with the school to expand services 
for students, who may live in circumstances such as poverty, homelessness, foster care, 
domestic violence, abuse, or neglect. Community partnerships enhance the school’s 
ability to assist students by supporting them. Encouraging positive youth organizations 
such as Boy Scouts and Girls Scout, church groups, and the YMCA assists in maintaining 
student engagement in school. To maintain long-term improvements, a strong foundation 
of relational trust across the school community is required among teachers, between 
teachers and parents, between teachers and the principal, and between teachers and 
students. Structural factors in a school are important as well, such as having a small 
social network, which provides opportunities for teachers to get to know students and 
provide social support for them. A lack of a stable school population can also be a barrier 
to efforts toward improvement. The local school community context plays a critical role 
in a school’s capacity to improve. Challenges such as poverty, crime, and other social 
problems make it more difficult to operate schools, while an absence of these problems 
positively contributes to school improvement (Bryk, et al., 2010). 
The essential support school learning climate contained 2 of the 14 indicators in 
the study. The first is safety and order, which has two measures: student reports on their 
perceived safety and data from teachers reports on classroom disruptions. The second 
indicator is academic support and press, which is associated with several measures, such 
as press toward academic achievement in classrooms, classroom behavior, academic 
achievement, and peer support for academic work. The school’s learning climate can 
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have extreme effects on student motivation and engagement within the classroom. 
Teacher-student and student-student relationships influence student willingness and 
motivation to learn. Order and safety is a basic human need, and if this is absent in 
school, there will be a negative impact on student motivation to learn, which also impacts 
learning time by disrupting school and classroom routines. Strong community and parent 
ties are an asset to increasing order and safety within a school. Teachers’ academic press 
and personalism support student learning. Academic press refers to the academic 
expectation that the teacher has for their students and should include work that has depth 
and rigor. Personalism refers to how teachers show personal care and support their 
students to meet the depth and rigor of their education. Raising the standards to which 
students are held, particularly in urban schools, should include providing the social 
support required for continued motivation. Positive peer interaction is an essential 
component of the school learning climate. The school and classrooms must create a 
school culture in which learning is paramount and in which students are able to exhibit 
positive relationships with each other (Bryk, et al., 2010).  
The final two indicators in the study focused on the instructional emphases on a 
school’s curriculum and the related pedagogical methods; these indicators were basic 
skills and application emphasis. Basic skills measured the use of didactic teaching with 
an emphasis on basic skills, while application emphasis centered around student active 
engagement that required applications of knowledge. The data was based on teacher 
pedagogy and classroom assessments for math and language arts (Bryk, et al., 2010). 
The five essential supports – instructional guidance system, professional capacity, 
parent-community-school ties, student-centered learning climate, and school leadership – 
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all have an impact on classroom instruction. Bryk, Sebring, Allensworth, Luppescu, and 
Easton (2010) break down classroom instruction into the dynamics of student learning 
and the technical core. A strong interaction is apparent between the technical core and the 
dynamics of student learning. Dynamics of student learning include students’ motivation 
to learn and students’ school participation. Motivation to learn can be a problem for many 
teachers in urban schools, particularly those that lack social supports; in response, 
teachers must find ways to motivate students. Student school participation can also have a 
tremendous impact on learning time. Factors of school participation include attendance, 
tardiness, discipline problems, and regular homework completion. In schools wherein 
students have attendance issues, the teacher may be reviewing past work, and tardiness 
problems can cause delays to instruction during the school day. The technical core of 
instruction includes the classroom instructional triangle, effective learning time, and 
effectiveness of supplemental resources to support learning. Within the instructional 
triangle, the teacher must engage the students in the subject manner, and this is where 
learning occurs or fails to occur. A multiplier to the technical core is learning time: 
Increasing instructional time, particularly in the areas of reading and mathematics, 
enhances or diminishes classroom effectiveness. Teacher management and organizational 
skills can also impact instructional time. A second multiplier of the technical core is the 
effectiveness of supplemental resources to support learning. Particularly in urban schools, 
many students have a wide range of academic, psychosocial and health-related needs, and 
failure to respond to these needs can have great consequences for schools (Bryk, et al., 
2010). 
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Anthony Bryk’s Essential Supports for School Improvement: Data from 
Study 
The essential support indicators of school leadership, parent involvement, work 
orientation, safety and order, and curriculum alignment were measured in both 1994 and 
1997. Growth or stagnation in reading, mathematics, and attendance was also measured 
from 1990-1996 in coordination with the essential support indicators. There were 
significant increases in scores in every area that had a strong essential support indicator. 
The indicator with the greatest impact on reading scores was work orientation, with 47% 
of reading scores increasing in schools that had a strong work orientation, while schools 
that had weak work orientation only displayed an improvement of 9%. The indicator with 
the greatest impact on mathematic scores was parent involvement: 42% of mathematic 
scores increased in schools that had strong parent involvement, while the figure is only 
4% in schools that had weak parent involvement. The indicator with the greatest impact 
on attendance was safety and order: Attendance improved in 32% percent of schools that 
had strong safety and order and only by 16% in schools with weak safety and order 
(Bryk, et al., 2010). 
Reasons for stagnation in reading, mathematics, and attendance were also 
measured, and schools were found to be more significantly stagnant in these areas when 
they had weak support indicators of school leadership, safety and order, parent 
involvement, and work orientation. Weak school leadership caused the most stagnation in 
reading and mathematics: 38% of reading scores were stagnant in schools with weak 
school leadership, compared to only 9% with strong school leadership. Forty-two percent 
of mathematics scores were stagnant in schools with weak school leadership, compared 
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to only 13% with strong school leadership. Safety and order caused the most stagnation 
in attendance, with 52% of school attendance remained stagnant in schools with with 
weak safety and order compared to only 9% in schools with strong safety and order 
(Bryk, et al., 2010). 
According to data from the study in 1994, schools that were strong in most 
essential supports were at least ten times more likely than schools with weak reports to 
show substantial gains in both reading and mathematics. Half of the schools that were 
strong in essential supports improved substantially in reading, whereas no schools that 
were weak in most of the essential supports showed improvement in reading. If a school 
had even one essential support as a weakness, their likelihood of improvement could be 
less than 10% (Bryk, et al., 2010). 
The Chicago study found that there was a category of truly disadvantaged school 
communities: 46 of the schools in the study had 70% of residents living below the 
poverty level. In 60% of these schools, 50% of students lived in public housing, and most 
of the schools had predominantly African American enrollments. These areas also had 
very high crime rates, where 1 in every 10 residents was assaulted each year. Having 
social resources within school districts played a significant role in the reform of these 
schools: Examples are neighborhood clubs, political organizations, and churches (Bryk, 
et al., 2010). 
Top quartile schools with the most improved attendance increased their 
attendance rate from 92.2% in 1990 to 93.7% in 1996, whereas in the bottom quartile of 
schools, average attendance declined from 92.8% in 1990 to 90.5% in 1996. The two 
strongest individual indicators of attendance trends were safety and order and parent 
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involvement. Over half of schools that reported safety and order as weak saw attendance 
stagnate, and 40% of schools that reported parent-community ties as weak saw 
attendance stagnate (Bryk, et al., 2010). 
According to data from 1994, the strongest correlation to school safety and order 
was parent involvement, which indicates the importance of strong social ties among the 
school, parents, and the community (Bryk, et al., 2010). 
According to data from 1994 and 1997, instruction had an impact on attendance. 
Schools that used a well-paced, aligned curriculum, and deployed an application-oriented 
pedagogical approach were more likely to show significant improvement in attendance, 
whereas schools where pedagogies were primarily didactic teaching methods with 
constant repetition of basic skills worksheets, practice drills, and teacher-directed 
instruction caused attendance to stagnate. Fifty-five percent of schools that reported 
extensive use of application-oriented pedagogy combined with good curriculum 
alignment demonstrated substantial attendance growth; however, if only one of the 
indicators was strong, there was a weak relationship. Poor attendance can result in 
teachers reviewing past material instead of moving on to more effective classroom 
instruction. When instruction becomes interesting and has personal meaning, students are 
more motivated to attend; this can be facilitated by allowing the student to take an active 
role in the learning by having choice and being exposed to new problems or ideas (Bryk, 
et al., 2010). 
According to data from 1994, not one school with a combination of weak safety 
and order and weak curriculum alignment improved in attendance. A parallel finding 
indicated that many of these schools emphasized basic skills instruction. A natural 
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response in schools where there are safety and order issues is having tightly controlled 
instruction that consists of teacher-led instruction wherein students are working 
individually in their seats. Schools with weak professional capacity were unlikely to 
improve attendance, and schools weak in the indicators of professional capacity work 
orientation and education background were twice as likely to stagnate in terms of 
attendance. Schools with poor-quality professional development were twice as likely to 
stagnate on attendance than schools with strong professional development. No schools 
with reports of poor-quality professional development and serious safety and order 
problems improved with attendance (Bryk, et al., 2010). 
Based on data from 1994, scores in reading improved substantially, by 43% in 
schools with strong school leadership, 40% in schools with strong parent involvement, 
43% in schools with strong professional community, 47% in schools with strong work 
orientation, 36% in schools with strong safety and order, 45% in schools with strong 
curriculum alignment, and 32% in schools with strong application emphasis. Based on 
data from 1997, scores in reading improved substantially, by 41% in schools with strong 
teacher ties to the community, 27% in schools with strong teacher background, and 36% 
in schools with a strong quality of professional development (Bryk, et al., 2010). 
Based on data from 1992, scores in reading stagnated by 27% in schools with 
weak change in human resources. Based on data from 1994, scores in reading stagnated 
by 38% in schools with weak school leadership, 35% in schools with weak parent 
involvement, 36% in schools with weak professional community, 36% in schools with 
weak work orientation, 33% in schools with weak frequency of professional 
development, 31% in schools with weak safety and order, 33% in schools with strong 
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curriculum alignment, and 32% in schools with strong application emphasis. Based on 
data from 1997, scores in reading stagnated by 30% in schools with weak teacher ties to 
the community, 33% in schools with weak teacher background, and 25% in schools with 
a weak quality of professional development (Bryk, et al., 2010). 
Based on data from 1992, scores in mathematics improved substantially, by 34% in 
schools with strong change in human resources. Based on data from 1994, scores in 
mathematics improved substantially, by 42% in schools with strong school leadership, 
42% in schools with strong parent involvement, 38% in schools with strong professional 
community, 38% in schools with strong work orientation, 26% in schools with strong 
frequency of professional development, 34% in schools with strong safety and order, 
40% in schools with strong curriculum alignment, 34% in schools with strong application 
emphasis, and 32% in schools with a strong emphasis on basic skills. Based on data from 
1997, scores in mathematics improved substantially, by 39% in schools with strong 
teacher ties to the community, 28% in schools with strong teacher background, and 36% 
in schools a high quality of professional development (Bryk, et al., 2010). 
Based on data from 1992, scores in mathematics stagnated by 27% in schools 
with weak change in human resources. Based on data from 1994, scores in mathematics 
stagnated substantially, by 42% in schools with weak school leadership, 42% in schools 
with weak parent involvement, 43% in schools with weak professional community, 45% 
in schools with weak work orientation, 25% in schools with weak frequency of 
professional development, 27% in schools with weak academic press, 38% in schools 
with weak safety and order, 41% in schools with weak curriculum alignment, 26% in 
schools with weak application emphasis, and 32% in schools with a weak emphasis on 
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basic skills. Based on data from 1997, scores in mathematics stagnated by 34% in schools 
with weak teacher background and 27% in schools with weak quality of professional 
development (Bryk, et al., 2010). 
A key to substantial improvement was found in the study in 1994, namely, in 
high-quality professional development. Analyzed by itself, high-quality professional 
development was associated with a 37% improvement in mathematics. However, when 
high-quality professional development was present with a strong work orientation, there 
was a 55% improvement. Similarly, when high-quality professional development was 
present along with a strong professional community, there as 46% improvement. Reading 
showed similar gains to mathematics, and analyzed by itself, high-quality professional 
development is associated with a 36% improvement in reading. However, when high-
quality professional development was present along with a strong work orientation, there 
as 53% improvement. Similarly, when high-quality professional development was 
present along with a strong professional community, there was a 45% improvement 
(Bryk, et al., 2010). 
Another key to substantial improvement found in the study in 1994 was strong 
curriculum alignment. Analyzed by itself, strong curriculum alignment was associated 
with a 45% improvement in mathematics. However, when strong curriculum alignment 
was present along with a strong work orientation, there was 67% improvement. Similarly, 
when strong curriculum alignment was present along with a strong professional 
community, there was 57% improvement (Bryk, et al., 2010). 
Reading showed similar gains to mathematics in relation to strong curriculum 
alignment. Analyzed by itself, strong curriculum alignment was associated with a 40% 
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substantial improvement in reading. However, when strong curriculum alignment was 
present along with a strong work orientation, there as 43% improvement. Similarly, when 
strong curriculum alignment was present along with a strong professional community, 
there was 48% improvement. In both reading and writing exams, when there was weak 
curriculum alignment and weak professional community, there was no substantial 
improvement (Bryk, et al., 2010). 
A detrimental combination was found in the study in 1997. The combination of a 
teacher’s weak educational background, weak work orientation, and weak professional 
community had excessive stagnation effects. Analyzed by itself, weak teacher 
background was associated with a 33% stagnation in reading. However, when weak 
teacher background was present with weak professional community, there was 47% 
stagnation. Similarly, when teacher’s weak educational background was present along 
with a weak work orientation, there was 46% stagnation.  
Reading showed similar stagnation to mathematics in relation to weak teacher 
background, which was associated with 34% stagnation in mathematics. However, when 
weak teacher background was present along with weak professional community, there 
was 47% stagnation. Similarly, when teacher’s weak educational backgrounds was 
present along with a weak work orientation, there was 50% stagnation (Bryk, et al., 
2010). 
Results from the study in 1994 indicated that no schools improved in reading and 
writing assessments when they were weak in both reading application and curriculum 
alignment (Bryk, et al., 2010). 
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As indicated in the results from 1994, schools that had weak safety and order and 
a weak professional community, work orientation, and parent involvement were 
associated with an increase in the likelihood of stagnation in reading and mathematics. In 
reading, the combination of weak safety and order and weak professional community 
resulted in a 53% stagnation in scores, while the combination of weak safety and order 
and weak work orientation resulted in a 42% stagnation in scores, and the combination of 
weak safety and order and weak parent involvement resulted in a 40% stagnation in 
scores. In mathematics, a combination of weak safety and order and weak professional 
community resulted in a 47% stagnation in scores, while a combination of safety and 
order and work orientation resulted in a 50% stagnation in scores, and the combination of 
weak safety and order and weak parent involvement resulted in a 44% in scores (Bryk, et 
al., 2010). 
As indicated in the results from 1994, schools that had weak academic support for 
learning and a weak professional community, work orientation, and parent involvement 
were associated with an increase in the likelihood of stagnation in reading and 
mathematics. In reading, the combination of weak academic support for learning and 
weak professional community resulted in a 41% stagnation in scores, while the 
combination of weak academic support for learning and weak work orientation resulted 
in a 39% stagnation in scores, and the combination of weak academic support for 
learning and weak parent involvement resulted in a 38% stagnation in scores. 
In mathematics, the combination of weak academic support for learning and weak 
professional community resulted in a 59% stagnation in scores, while the combination of 
weak academic support for learning and weak work orientation resulted in a 44% 
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stagnation in scores, and the combination of weak academic support for learning and 
weak parent involvement resulted in a 38% stagnation in scores. In both reading and 
writing, when there was weak academic support for learning, there was zero substantial 
improvement in professional community, work orientation, and parent involvement 
(Bryk, et al., 2010). 
In the study, from 1991 to 1994 and from 1994 to 1997, high leadership resulted 
in gains in safety and order, parent involvement, work orientation, and professional 
community. However, low leadership resulted in a decrease in these factors. The 
improvement was measured by standard deviation. A movement of 0.5 SD would move a 
school, on average, 20 percentile points. For example, a school at the 50th percentile 
would move either to the 30th or 70th based on a movement of 0.5 SD. High leadership 
from 1991 to 1994 resulted in a 0.5 SD increase in professional community, a 0.48 SD 
increase in work orientation, a 0.37 SD increase in parent involvement, and a 0.10 SD 
increase in safety and order. High leadership from 1994 to 1997 resulted in a 0.46 SD 
increase in professional community, a 0.37 SD increase in work orientation, a 0.32 SD 
increase in parent involvement, and a 0.11 SD increase in safety and order. Low 
leadership from 1991 to 1994 resulted in a 0.45 SD decrease in professional community, 
a 0.44 SD decrease in work orientation, a 0.34 SD decrease in parent involvement, and a 
0.10 SD decrease in safety and order. Low leadership from 1994 to 1997 resulted in a 
0.37 SD decrease in professional community, a 0.31 SD decrease in work orientation, a 
0.27 SD decrease in parent involvement, and 0.08 SD decrease in safety and order (Bryk, 
et al., 2010). 
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Relational trust within the school community in the study was measured from 
1991 to 1994 and from 1994 to 1997, and the essential supports of work orientation, 
parent involvement, and safety and order improved within both time frames when there 
was high relational trust. From 1991 to 1994, work orientation improved by 0.40 SD, 
parent involvement improved by 0.32 SD, and safety and order improved by 0.11 SD. 
From 1994 to 1997, work orientation improved by 0.42 SD, parent involvement 
improved by 0.21 SD, and safety and order improved by 0.31 SD. The essential supports 
of work orientation, parent involvement, and safety and order decreased within both time 
frames when there was low relational trust. From 1991 to 1994, work orientation 
decreased by 0.57 SD, parent involvement decreased by 0.46SD, and safety and order 
decreased by 0.16SD. From 1994 to 1997, work orientation decreased by 0.73 SD, parent 
involvement decreased by 0.37 SD, and safety and order decreased by 0.55 SD (Bryk, et 
al., 2010). 
The effects of school size were measured from 1991 to 1994 and from 1994 to 
1997. A small school was identified as a school that had 350 students or fewer. From 
1991 to 1994, small schools displayed greater improvement than large schools by 0.40 
SD in terms of work orientation, 0.61 SD in parent involvement, and 0.44 SD in safety 
and order. Work orientation had much more significant increases from 1991 to 1994 
compared to the period 1994–1997, during which work orientation only improved by 
0.05 SD and parent involvement decreased by 0.04 SD. However, safety and order 
continued to grow more in small schools, by 0.63 SD. From 1994 to 1997, small schools 
also showed a significantly larger improvements in curriculum alignment than large 
schools, with improvement of 0.46 SD or greater. This evidence indicates that a small 
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school provides a better opportunity for teachers and administrators to collaborate and 
align curricula (Bryk, et al., 2010). 
The effects of enrollment in conditions of strong stability in the base year, 
controlling for trust, were measured on the essential supports work orientation, parent 
involvement, and safety and order, from 1991 to 1994 and from 1994 to 1997. From 1991 
to 1994, schools that had high stability in the base year, controlling for trust, had an 
increase of 0.06 SD in work orientation, a 0.03 SD increase in parent involvement, and a 
0.05 SD increase in safety and order. However, schools that had low stability in the base 
year, controlling trust, from 1991 to 1994 displayed a decrease of 0.05 SD in work 
orientation, a 0.03 SD decrease in parent involvement, and a 0.04 SD decrease in safety 
and order. From 1994 to 1997, schools that had high stability in the base year, controlling 
for trust, displayed an increase of 0.03 SD in work orientation, a 0.06 SD increase in 
parent involvement, and a 0.03 SD increase in safety and order. By contrast, schools that 
had low stability in the base year, controlling for trust, from 1994 to 1997, displayed a 
decrease of 0.03 SD in work orientation, a 0.05 SD decrease in parent involvement, and a 
0.02 SD decrease in safety and order. In addition, curriculum alignment was measured 
from 1994 to 1997. In schools that had high stability in the base year, controlling for 
trust, curriculum alignment increased by 0.06 SD, whereas in schools that had low 
stability in the base year, controlling for trust, curriculum alignment decreased by 0.06 
SD (Bryk, et al., 2010). 
The study further evaluated student progress by racial socioeconomic status 
(SES). Schools were categorized according to seven classifications: truly disadvantaged, 
African American low-SES, African American moderate-SES, predominantly minority 
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(more than 85% Latino and African American), predominantly Latino (More than 85% 
Latino), racially diverse (15–30% White or Asian), and racially integrated (more than 
30% White or Asian). As SES status increased, there was more substantial improvement 
on reading and mathematics exams, while as SES decreased, there was more stagnation 
on reading and mathematics exams. On reading exams, there was 46% stagnation and 
15% substantial improvement for truly disadvantaged students, 31% stagnation and 24% 
substantial improvement for African American low-SES students, 23% stagnation and 
20% substantial improvement for African American moderate-SES students, 31% 
stagnation and 18% substantial improvement for predominantly minority students, 18% 
stagnation and 31% substantial improvement for predominantly Latino students, 15% 
stagnation and 35% substantial improvement for racially diverse students, and 19% 
stagnation and 42% substantial improvement for racially integrated students. There were 
similar results on mathematics exams, on which there was 35% stagnation and 17% 
substantial improvement for truly disadvantaged students, 30% stagnation and 24% 
substantial improvement for African American low-SES students, 34% stagnation and 
22% substantial improvement for African American moderate-SES students, 31% 
stagnation and 16% substantial improvement for predominantly minority students, 15% 
stagnation and 18% substantial improvement for predominantly Latino students, 15% 
stagnation and 18% substantial improvement for racially diverse students, and 5% 
stagnation and 60% substantial improvement for racially integrated students (Bryk, et al., 
2010). 
The study also analyzed the effect of elements of social capital, including 
religious participation, collective efficacy, and outside connections, on reading scores, 
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mathematics scores, and attendance. Reading scores had 19% substantial improvement in 
schools with low social capital in religious participation and 39% substantial 
improvement in schools with high social capital in religious participation. Reading scores 
had 22% substantial improvement schools with low social capital in collective efficacy 
and 27% substantial improvement in schools with high social capital in collective 
efficacy. Reading scores had 20% substantial improvement in schools with low social 
capital in outside connections and 33% substantial improvement in schools with high 
social capital in outside connections. Mathematics scores had 20% substantial 
improvement in schools with low social capital in religious participation and 37% 
substantial improvement in schools with high social capital in religious participation. 
Mathematics scores had 22% substantial improvement in schools with low social capital 
in collective efficacy and 35% substantial improvement in schools with high social 
capital in collective efficacy. Mathematics scores had 17% substantial improvement in 
schools with low social capital in outside connections and 36% substantial improvement 
in schools with high social capital in outside connections. Attendance had 21% 
substantial improvement in schools with low social capital in religious participation and 
29% substantial improvement in schools with high social capital in religious 
participation. Attendance had 25% substantial improvement in schools with low social 
capital in collective efficacy and 27% substantial improvement in schools with high 
social capital in collective efficacy. Attendance had 19% substantial improvement in 
schools with low social capital in outside connections and 25% substantial improvement 
in schools with high social capital in outside connections (Bryk, et al., 2010). 
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The study also analyzed the effect of crime rate and percentage of students abused 
or neglected on reading scores, mathematics scores, and attendance. Reading scores had 
16% substantial improvement in schools with high rates of crime and 40% substantial 
improvement in schools with low rates of crime. Reading scores had 18% substantial 
improvement in schools with high rates of abused or neglected students and 38% 
substantial improvement in schools with low rates of abused or neglected students. 
Mathematics scores had 19% substantial improvement in schools with high rates of crime 
and 37% substantial improvement in schools with low rates of crime. Mathematics scores 
had 18% substantial improvement in schools with high rates of abused or neglected 
students and 34% substantial improvement in schools with low rates of abused or 
neglected students. Attendance had 21% substantial improvement in schools with high 
rates of crime and 33% substantial improvement in schools with low rates of crime. 
Attendance had 18% substantial improvement in schools with high rates of abused or 
neglected students and 30% substantial improvement in schools with low rates of abused 
or neglected students (Bryk, et al., 2010). 
Another analysis was conducted regarding elements of social capital, namely, 
religious participation, collective efficacy, outside connections, and percentage of schools 
with strong essential supports, in 1994. The percentage of schools with strong essential 
supports was 5% in schools with low religious participation and 39% in schools with high 
religious participation. 
The percentage of schools with strong essential supports was 6% in schools with 
low collective efficacy and 38% in schools with high collective efficacy. The percentage 
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of schools with strong essential supports was 8% in schools with outside connections and 
33% in schools with high outside connections (Bryk, et al., 2010). 
The measures of crime rate, density of abused or neglected students, and 
percentage of schools with strong essential supports was analyzed in the study in 1994 as 
well. The percentage of schools with strong essential supports was 4% in schools with 
high crime rate or neglected students and 36% in schools with low crime rate. The 
percentage of schools with strong essential supports was 2% in schools with high density 
of abused or neglected students and 40% in schools with low density of abused or 
neglected students (Bryk, et al., 2010). 
The effect of essential supports was measured in both schools with high social 
capital and low crime, abuse, and neglect rates, and in schools with low social capital and 
high crime, abuse, and neglect rates. Both of these groups substantially improved when 
there was a strong essential supports on reading exams, mathematic exams, and 
attendance. Schools with low social capital and high crime, abuse and neglect rates 
improved by 50% in reading, 40% in mathematics, and 20% in attendance. Schools with 
high social capital and low crime, abuse, and neglect rates improved by 30% in reading, 
55% in mathematics, and 50% in attendance. In mathematics and attendance, schools 
with low social capital and high crime, abuse, and neglect rates actually had greater 
substantial improvement than schools with high social capital and low crime, abuse, and 
neglect rate. Stagnation rates were also higher when there was weak strength of essential 
supports in both schools with high social capital and low crime, abuse, and neglect rates 
and schools with low social capital and high crime, abuse, and neglect rates. However, 
the stagnation rate was higher in schools with low social capital and high crime, abuse, 
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and neglect rates due to the fact that these schools are more disadvantaged and have a 
greater need for all essential supports (Bryk, et al., 2010). 
 
Successful School Improvement Practice 
Fullan (2001) relates an academic success story from the United Kingdom. In 
1997, Prime Minister Tony Blair took office and listed education as his highest priority, 
making a commitment to raise literacy and numeracy achievement for all children up to 
age 11. The baseline scores for 11-year-olds in 1996 for literacy was 57% and for 
numeracy 54%. The prime minister’s targets for 2002 was for literacy to reach 80% and 
numeracy 75%, and a large investment into education was thus implemented over the six-
year period. More money was allocated to the schools that needed the most assistance. At 
the time in England, there were 20,000 schools and 7 million students up to age 11. Three 
hundred extra consultants were hired, as well as 15 regional directors, and a daily math 
lesson and literacy hour were expected in every classroom. A detailed teaching program 
was created for every school year for students aged 5 to 11 that placed an emphasis on 
early intervention for students who were having academic trouble. Emphasis was also 
placed on supporting students who had fallen behind. A professional development 
program was created to assist each primary teacher in learning about and understanding 
the new curriculum in both areas. Two thousand leading math teachers were appointed, 
as were hundreds of expert literacy teachers, with the expectation that the expert literacy 
teachers would model best practices for their peers. A major investment was made in new 
books for schools, and England’s national inspection agency regularly monitored and 
evaluated the schools. To assist struggling students, after school, weekend, and holiday 
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booster classes were created to provide more opportunities for these students to learn. By 
2000, literacy scores increased by 18% and numeracy scores by 18%. Fullan (2001) 
describes these changes as external motivators and was curious as to how long the 
positive impacts would last, because for these positive changes to continue, internal 
motivation is necessary as well. 
 Fullan (2001) shares another success story from public education in San Diego. 
Anthony Alvarado joined Superintendent Alan Bersin as chancellor of instruction to 
improve the public schools of San Diego. The school districts in San Diego were 
reorganized from five clusters of schools into seven, and then finally eight families of 
schools. In the past, each cluster of schools had a superintendent; now, each family of 
schools had an office referred to as instructional leader whose focus was to concentrate 
instructional leadership, which consisted of coaching and evaluating principals, and 
student performance. The plan, “Blueprint for student success in a standards-based 
system: supporting student achievement in an integrated learning environment,” 
emphasized literacy and mathematics, including prevention and intervention strategies 
that were designed to identify early indicators of learning problems. Major fiscal 
investments were made in the school district, and all materials required to implement the 
plan were provided to staff. Professional development was provided for all school 
leaders, staff developers, and peer coaches, and student achievement scores were 
monitored at all levels, including the individual, classroom, school, and district levels. 
Building leaders would provide a monthly report that highlighted strategies and the 
progress made by the school. A goal of the change that occurred was to build 
relationships between the instructional leader and the principals. Monthly conferences 
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took place, attended by each instructional leader and the 20–25 principals within their 
family of schools. Instructional leaders also visited their schools weekly, and principals 
would engage in monthly staff conferences with their schools. As a result of these 
implementations in San Diego, increases student reading were apparent, and from 1998 to 
2000, the percent of students at the 50th percentile or above in reading increased from 
63.8% to 73.4% for White students, from 34.9% to 45.8% for Hispanic students, and 
from 27.9% to 36.7% for African American students. 
 In the spring of 2006, Ben Davis High School in Indianapolis, Indiana, 
implemented a “no failure” campaign, and in one year, the number of course failures was 
reduced by 1,006. The school had over 3,000 students, and its demographics were 43% 
minority, 9% English language learners, and 45% students who qualified for free or 
reduced-price lunch. The school implemented several early, frequent, and decisive 
interventions. Every 3 weeks teachers provided a list of students who were at risk of 
failing, and personalized assistance was then provided for these students. Personnel 
connections were made with struggling students, who had to create a learning contract 
and meet regularly with support staff. It was of upmost importance that the student knew 
that the school cared. Parents were contacted as soon as a student was at risk of failing 
and were requested to come in for a meeting to discuss their child’s performance. Support 
was designed to meet the students in a way that would work for them. Examples of 
assistance provided were teacher tutors, peer tutors, study buddies, and one-to-one 
computer assistance. At times, administrators would change students’ schedules if it was 
in the best interest of the students’ success (Reeves, 2009). 
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Minnetonka High School used a strategy that was successful in improving 
attendance. When a student missed a single class, the parents would receive a phone call 
immediately. Next, within 36 hours, the student would meet with a staff member to 
discuss the absence. For every unexcused absence, the student would receive a detention. 
When these changed were implemented in the 2007–2008 school year, Minnetonka High 
School saw a 42% drop in unexcused absences, a referral decrease of 64%, and a drop in 
suspensions of 37% (Reeves, 2009). 
In 2005, Jenks High School, in Oklahoma, was the winner of the 2005 Baldrige 
Award for school quality. The faculty of the school worked together to determine early 
warning signals that students may fail a course, noticing, for example, that if a ninth 
grader received a D in English and failed a criterion referenced reading or math test, they 
would likely fail their next math course. Students that had reading difficulty would have 
difficulty with future English and math courses. Jenks High School used three 
characteristics, first being pro-active: Any student who received a D was subject to 
immediate intervention. Second, intervention was then delivered by expert faculty 
members. Finally, twice the amount of class contact hours were provided. These 
interventions were mandatory for students to attend. A sample intervention is 
supplementing an algebra class with an additional lab class, and as a result of these 
efforts by Jenks High School, 46% of students taking a lab class earned an A or B and 
25% of students earned a C, which was higher than students who did not have a lab, 38% 
of whom earned an A or B and 36% of whom earned a C. 
Meade Valley Elementary School is located in the Val Verde Unified School 
District in Riverside County, California, and was one of the poorest school districts in the 
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United States. Ninety-five percent of the students were eligible for free and reduced 
lunch, 70% of students were English language learners, and the area had a high rate of 
drug abuse and violent crime. However, Meade Valley was committed to the success of 
its students, and all stakeholders took pride in the success of their students, including 
custodians, bus drivers, and cafeteria workers. The first step was ensuring that all 
curricula were aligned across grade levels. A key to success was providing students with 
assessments that were consistently more rigorous than state assessments. Meadee Valley 
spent three hours a day on literacy, and the faculty studied data, held peer observations, 
identified students in need of intervention, and discussed the most effective teacher 
strategies. The school recognized student success frequently to build emotional 
confidence, and inadequate teaching was not tolerated by the administration. On 
Wednesdays, students left school at 12:30 P.M., and from 1:00 P.M. to 3:00 P.M., teachers 
met to discuss student achievement, teaching content, and teaching strategies. The school 
had clear achievement targets for all students and for the school itself. In California, the 
Academic Performance Index (API) measures student performance in English language 
arts and mathematics. In 2000, the API score for Mead Valley was 450, but by 2004, the 
school’s API score was 695, and it continued to increase every year through 2007, at 
which point the school’s API score was 774 and Meade Valley was named to California’s 
distinguished school list for the first time (Reeves, 2009). 
 
Conceptual Framework 
The conceptual framework (Figure 2.1) identifies six essential components that 
are required to increase student achievement in schools, namely, leadership, student 
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factors, professional learning community, instruction, family-community involvement, 
and teacher factors. All the factors can have a positive impact on student achievement, as 
indicated by the arrows that point from each essential element to student achievement. To 
produce the greatest positive impact on student achievements, school improvement must 
focus on all essential elements, as indicated in the arrows connecting each essential 
element. The following framework was developed by researching several cases and 
studies on school improvement. At the end of the study, the framework is altered to 
reflect the study’s findings and to serve as a model for improvement in schools 
attempting to close the achievement gap. 
 
 
Figure 2.1 Conceptual Framework 
 





In this chapter, a comprehensive review of related literature regarding school 
improvement was presented. In addition, a brief history of the achievement gap was 
presented, as was the history of education reform efforts in the United States. Over time, 
the achievement gap among White, African American, and Latino students has 
decreased; however, despite educational reform efforts, a gap does persist.  
 A literature review was conducted to determine what type of family-community 
involvement, academic and support programs, school culture, and leadership schools 
must generate school improvement. The researcher’s conceptual framework identifies the 
essential components needed to raise student achievement in schools. The essential 
components described in the conceptual framework are leadership, student factors, 
professional learning community, teacher factors, family-community involvement, and 
instruction.  
 A study of Chicago educational reform efforts conducted by Anthony Bryk was 
thoroughly reviewed to determine essential indicators that are necessary for school 
improvement. Additional research was conducted to identify successful school 
improvement practices that have been applied in schools that have had significant 
increases in student achievement. 
 Today, many schools around the country require a framework to improve their 
school and close their achievement gap. The intent of this study is to recommend a 
framework for school improvement that school districts can implement in the future. 
  
  








The purpose of this study is to determine the factors that have contributed to the 
academic achievement of selected high-minority high schools in Long Island. A multi-
case study of these schools is conducted, and conclusions to the study are used to create a 
framework for school improvement that school districts can employ. 
 
Rationale for the Research Approach 
The research method for this study a convergent mixed-method of quantitative 
and qualitative data.  
In quantitative research the investigator identifies a research problem based on 
trends in the field or on the must explain why something occurs. Describing a 
trend means that the research problem can be answered best by a study in which 
the researcher seeks to establish the overall tendency of responses from 
individuals and to note how this tendency varies among people. (Creswell, 2012 
p. 13) 
 
Some quantitative research problems require that you explain how one variable 
affects another. Variables are an attribute (e.g., attitude toward the school bond 
issue) or characteristic of individuals (e.g., gender) the researcher’s study. By 
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explaining a relation among variables, you are interested in determining whether 
one or more variables might influence another variable. (Creswell, 2012 p. 13)  
 
In quantitative research, the investigator relies on statistical analysis 
(mathematical analysis) of the data, which is typically in numeric form. (Creswell, 
2012 p. 19) 
 
In qualitative research, you collect data to learn from the participants in the study 
and develop forms, called protocols, for recording data as the study proceeds. is 
collected by learning from participants in the study. (Creswell, 2012 p. 17)  
 
Rather than relying on statistical procedures, the qualitative researcher analyzes 
the words to group them into larger meanings of understanding, such as codes, 
categories, or themes. (Creswell, 2012 p. 19) 
 
In this study, general questions are developed for the participant answer, and as much 
information as possible is gathered as possible by transcribing the recordings of 
participants. 
 
The purpose of a convergent (or parallel or concurrent) mixed methods design is 
to simultaneously collect both quantitative and qualitative data, merge the data, 
and use the results to understand a research problem. A basic rationale for this 
design is that one data collection form supplies strengths to offset the weaknesses 
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of the other form, and that a more complete understanding of a research problem 
results from collecting both quantitative and qualitative data. (Creswell, 2012 p. 
540) 
Both qualitative and quantitative data sets are analyzed, separately, and whether their 
results support or contradict each other is determined. 
This study uses a collective case study approach, wherein multiple cases are 
compared to enhance understanding of an issue (Creswell, 2012). Four NYS high schools 
are analyzed to determine commonalities or differences in the factors that result in their 
high achievement. Quantitative data is collected based NYS report cards and CC ELA 
and ALG Regents Examination scores. Qualitative data was collected by interviewing 
principals of the high schools under study. The results from all data sets are then analyzed 
to determine whether they support or contradict each other, thereby developing a 
framework to assist school districts and enable leaders to meet and exceed the challenges 
they face.  
The following research questions help to guide the study to identify factors that 
have been essential to the academic growth of NYS high-minority high schools. 
The research questions addressed are: 
1. What are principals’ perceptions of the most significant reasons for positive 
academic achievement in their high-minority high schools? 
2. How do principals view the contributions of their leadership to positive academic 
achievement in their school? 
3. To what extent are there commonalities or differences in the reasons for positive 
academic achievement in the high-minority high schools in Long Island? 




Research Setting and Context 
In New York State (NYS) and in the country, an achievement gap persists. 
However, several high schools in Long Island have high-minority populations who 
perform significantly better than those of other high-minority high schools in Long Island 
on the ELA and ALG Regents Examinations. It is necessary to analyze the success 
experienced by these schools, whereby we can identify commonalities that have assisted 
in achievement growth and develop a framework to assist school districts and prepare 
leaders to meet and exceed the challenges they face.  
 
Research Sample and Data Sources 
Fifteen high schools in Long Island, New York, have a minimum 80% minority 
rate. Most of the minority subgroups in the schools under analysis are Black or African 
American and Hispanic or Latin American. Four Long Island high schools were chosen 
because most of their minority students are Black or African American and Hispanic or 
Latin American and scored in the top 33% on their ELA and Common Core ALG 
Regents Examinations compared to the other 11 high-minority high schools. The chart 
below indicates the rate of Black or African American and Hispanic or Latino enrollment 






















High School 99 74 16 
Administrator 
A. High School 92 41 29 
Principal C. 
High School 85 54 25 
Principal B. 
High School 83 49 27 
High School 5 99 43 55 
High School 6 95 28 64.5 
High School 7 96 11 83 
High School 8 99 27 70 
High School 9 100 51 49 
High School 10 83 22 55 
High School 11 97 19 75 
High School 12 86 25 58 
High School 13 99 47 51 
High School 14 99 25 73 
High School 15 96 47 45 
 
 
Data Collection Methods 
 The New York State Education Department (NYSED) provides data for each 
school district and each school within that school district; this data is public information 
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and can be found on https://data.nysed.gov/. For this study, the data from NYSED that 
was analyzed includes high school enrollment data and ELA and Mathematics Regents 
Examination scores. Common Core (CC) ELA Regents scores and CC ALG scores for 
the 2017–2018 school year is provided in the tables below. Each school was ranked from 
1 to 15 by exam and demographic. A rank of 1 is the highest and 15 the lowest (Tables 
3.2, 3.3, 3.4, and 3.5). 
Table 3.2 




Black or African 
American 
students who 





Black or African 
American 
students who 




High School 230 96 1 
Administrator 
A. High School 144 92 2 
Principal C. 
High School 89 91 3 
Principal B. 
High School 208 88 4 
High School 5 276 88 5 
High School 6 199 86 6 
High School 7 175 76 7 
High School 8 141 75 8 
High School 9 137 75 9 
High School 10 71 72 11 
High School 11 110 72 10 
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High School 12 112 67 12 
High School 13 114 61 13 
High School 14 166 52 14 























High School 37 97 1 
Administrator 
A. High School 86 90 2 
Principal C. 
High School 37 89 3 
Principal B. 
High School 108 83 4 
High School 5 322 83 5 
High School 6 415 82 6 
High School 7 1226 74 7 
High School 8 298 73 9 
High School 9 191 62 10 
High School 10 85 62 12 
High School 11 492 63 11 
High School 12 310 64 8 
High School 13 126 42 14 
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High School 14 509 42 15 
High School 15 127 51 13 
 
Table 3.4 




Black or African 
American 
students who 





Black or African 
American 
students who 




High School 263 76 2 
Administrator 
A. High School 37 78 1 
Principal C. 
High School 69 74 3 
Principal B. 
High School 191 70 5 
High School 5 324 48 10 
High School 6 159 60 9 
High School 7 82 51 11 
High School 8 101 63 4 
High School 9 150 41 12 
High School 10 76 59 8 
High School 11 127 62 7 
High School 12 91 62 6 
High School 13 193 28 14 
High School 14 162 24 15 
High School 15 64 36 13 
 






















High School 57 56 7 
Administrator 
A. High School 18 94 1 
Principal C. 
High School 36 78 3 
Principal B. 
High School 95 82 2 
High School 5 440 43 10 
High School 6 437 53 8 
High School 7 843 44 11 
High School 8 300 56 9 
High School 9 259 40 12 
High School 10 207 65 4 
High School 11 526 63 6 
High School 12 222 68 5 
High School 13 171 35 13 
High School 14 559 30 14 
High School 15 110 23 15 
 
This researcher developed a survey interview tool that is used to interview 
principals of each high-minority high school within the study. The survey questions 
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developed were guided by the researcher’s conceptual framework, which includes six 
essential components to student achievement, namely, leadership, student factors, 
professional learning community, instruction, family community involvement, and 
teacher factors. Each interview was approximately 30 minutes in length, and all surveys 
were recorded on the researcher’s phone using the recording software application REV. 
Data Analysis Methods 
The research method used in this study is a convergent mixed-method of 
quantitative and qualitative data. The interview questions were developed by the 
researcher according to his conceptual framework, which includes six essential 
components to student achievement, namely, leadership, student factors, professional 
learning community, instruction, family community involvement, and teacher factors.  
Quantitative data from the NYSED was analyzed using the statistical analysis tool 
Microsoft Excel. Descriptive statistics were used to organize and describe the data, and as 
needed, frequency tables, bar graphs, and pie charts are displayed in the results.  
In qualitative research, open-ended questions are used so that participants are able 
to best voice their experiences. In this study, one-on-one interviews are conducted using 
open-ended questions and recording participant responses (Creswell, 2012). Focus coding 
searches for the most significant and frequent codes were used to develop categories 
(Saldaña, 2016) via the website Dedoose.com. For each research question, the data source 
and methodology was identified (See Table 3.6), and each survey question was assigned 
to a variable from the researcher’s conceptual framework (See Table 3.7). 
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Table 3.6  
Data sources and methodology 
Research Question Data Method 
1. What are principals’ 
perceptions of the most 
significant reasons for 
positive academic 
achievement in their high-







2. How do principals view 
the contributions of their 
leadership to positive 
academic achievement in 





3. To what extent are there 
commonalities or 
differences in the reasons 
for positive academic 
achievement in the high-
minority high schools in 








Table 3.7  
Variable map 
Conceptual Framework Domain Principal Interview Question Numbers 
Instruction 2, 3, 4, 5, 7, 8, 9 
Professional Learning 
Community 
2, 3, 4, 9 
 






Leadership 8, 9 
 
Teacher Factors 2, 3, 4, 5, 7, 9 
 




Issues of Trustworthiness 
The researcher chose high-minority high schools in Long Island, and no schools 
outside of Long Island were included in the study.  
 
Limitations 
This study sought to determine the commonalities or differences among the 
factors that have assisted in the achievement growth of select high-minority high schools 
in Long Island. The sample in this study does not include schools outside of Long Island, 




The study is a convergent mixed-method of quantitative and qualitative data. A 
collective case study is conducted in which the academic achievement of high-minority 
high schools is analyzed to determine commonalities or differences that have led to their 
academic achievement. Quantitative data from the NYSED for each school will be 
analyzed, along with qualitative data from the principal interviews.  
 
 








This chapter presents the findings of this study. 
 
Introduction to the Interviews 
This study was designed to determine the factors that have contributed to the 
academic achievement of selected high-minority high schools. Three high school 
principals were interviewed, as was one high school chairperson, because the principal of 
that high school was not available to participate in the study. Their narratives assist in 
explaining the commonalities and differences among these successful schools. 
 The transcripts were coded by using Dedoose.com. The researcher coded themes 
from his conceptual framework and used focused coding. During the analysis, new 




The selection process for the study included principals whose schools’ Black or 
African American and Hispanic or Latin American minority population rank among the 
top 33% in terms of CC ELA and ALG Regents Examination scores when analyzed with 
the same subgroups as the other 11 high-minority Long Island high schools for the 2017–
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2018 school year. The Hispanic student population of the school led by Principal A were 
not in the top 33% for the for the CC ALG exam during 2017–2018 school year, but they 
were during the 2015–2016 and 2016–2017 school years.  
A description of the education history of each principal and administrator is 
provided below based on their responses to the interview questions “Can you tell me 
about your career as an educator? What roles have you had throughout your career, and 
how long you have been in your current position.” This information is important because 
it provides background information about each interviewee. 
 
Participant Profiles 
Principal A, after graduating college, worked with students with emotional and 
behavioral disabilities at an alternative school for children who had been kicked out of 
regular public schools and at a placement to educate students and aiming to make them 
more successful. Principal A then transitioned into a regular public school and continued 
to work with students with emotional behavioral and learning disabilities, teaching all 
subject areas including health to their students. These students rotated classrooms but 
were all special education students. The classes contained 15 or fewer students. Principal 
A then moved to New York City (NYC) and became a public school teacher in the NYC 
Public Schools, where they were a math teacher, before moving to Philadelphia to teach 
math at the high school level. Principal A and their family then moved back to NYC, 
where they worked in an NYC school for seven years. They became a math teacher, an 
assistant principal, and then a principal. Principal A has now served in their current role 
as principal at a Long Island high school for four years. 
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 Principal B was an English teacher for 15 years and was certified in English and 
special education before becoming a high school dean of students. After this role, 
Principal B fulfilled several roles, as a middle school assistant principal, a high school 
assistant principal, a middle school principal, a high school principal, and a 
superintendent of schools. Principal B has served in their current role at this school for 
one year.  
Principal C was a Social Studies teacher for five years before leaving the district 
in which they taught to be hired as the district-wide chairperson in their current district. 
Principal C was then a middle school principal for one year and a high school assistant 
principal for five years. Principal C has been the principal of this high school for seven 
years. 
 Administrator A was a social studies teacher for 17 years at the junior high, 
middle school, and senior high school levels, teaching every subject in social studies 
except global history. Administrator A was then a dean for 10 years, after which they left 
this school district and served as a social studies chairperson in this school, where they 
have served for three years. 
Each of the interviewees participated in an interview during which nine questions 
were posed. The survey questions were guided by the researcher’s conceptual framework, 
with the intent of answering each research question from the study. The findings are 















Research Question 1 
 
What are principals’ perceptions of the most significant reasons for positive academic 
achievement in their high-minority high schools? 
Table 4.1 displays the number of times that the researcher coded each essential 
component of the researcher’s conceptual framework for each participant. The total 
coded represents the total number of times the participant was coded when the researcher 
analyzed the participant’s transcriptions. For example, Principal A’s transcription was 
coded a total of 97 times. Eight of those codes were categorized in the essential 
component of Family-Community Involvement. Eight codes comprise 8.25% of the total 
codes. Sixteen of Principal A’s codes (16.49%) were categorized in the essential 
component Instruction. Thirty-five of Principal A’s codes (36.08%) were categorized in 
the essential component Leadership. Five of Principal A’s codes (5.15%) were 
categorized in the essential component Professional Learning Community. Twenty of 
Principal A’s codes (20.62%) were categorized in the essential component Student 
Factors. Finally, thirteen of Principal A’s codes (13.40%) were categorized in the 
essential component Teacher Factors. This example demonstrates that the plurality of 
Principal A’s coding was the essential component Leadership (36.08%), followed by 
Student Factors (20.62%) and Instruction (16.49%). Based on the data, the researcher 
determined that the principal’s perception of the most significant reasons for positive 
academic achievement in their school was leadership, student factors, and instruction. 
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This information is important because it provides leaders with data to support these 
successful practices. 
Table 4.1  






Involvement Percentage Instruction     Percentage 
Principal A  97 8 8.25% 16 16.49% 
Principal B 25 7 28.00% 2 8.00% 
Principal C 59 1 1.69% 12 20.34% 
Administrator 





   
Leadership  Percentage 
Professional 
Learning 
Community         Percentage 
Principal A  97 35 36.08% 5 5.15% 
Principal B 25 8 32.00% 3 12.00% 
Principal C 59 14 23.73% 2 3.39% 
Administrator 






Factors    Percentage       Teacher Factors  Percentage 
Principal A  97 20 20.62% 13 13.40% 
Principal B 25 3 12.00% 2 8.00% 
Principal C 59 10 16.95% 20 33.90% 
Administrator 
A 27 3 11.11% 7 25.93% 
 
 
Significant Themes Coded 
Each participant’s majority of coding in each essential component is listed above. 
After the majority of their coding was identified, themes that were discovered by the 
    
 
87 
researcher and coded under each essential component are presented. Each theme 
presented was coded at least twice by the researcher. The themes that were coded are 
presented in the words of the participant. For example, the majority of coding for 
Principal A was in the categories Instruction (16.49%), Leadership (36.08%), and Student 
factors (20.62%). The themes that were coded under the essential element Instruction 
were differentiation, effective planning, effectively assessing student understanding, 
relevant, rigorous high expectations, and utilizes data. All the coding of themes can be 
found in Appendix A. 
 
Principal A. 
The majority of Principal A’s coding was for the categories Instruction (16.49%), 
Leadership (36.08%), and Student factors (20.62%). This data was chosen as most 
significant because the percent of coding for Family-Community Involvement and 
Teacher factors was significantly less (Family Community Involvement 8.25%, and 
Teacher factors 13.4%). Below are the themes that were coded at least twice under each 
of the more frequent essential components. The themes are presented in the words of the 
participant.  
Instruction. 
Instruction had several themes that were coded on more than one occasion by the 
researcher, and this element was coded the third most of Principal A’s essential 
components, at 16.49. Themes that emerged included differentiation, effective planning, 
rigorous high expectations, effectively assessing student understanding, relevant, and 
utilize data. Principal A described how differentiation occurs in their school, saying, “It's 
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the results that we're seeing and we must talk about that and how do we then modify 
instruction to stay on track.” They continue, stating how they have their department 
chair-people support teachers to differentiate: “So then we developed strategies that the 
chair-people go back to the teachers and meet with them.”  
Principal A explained how the themes effective planning and rigorous instruction 
are important to student success when they answered the question by the researcher “As 
we spoke about earlier, your high school is among the highest achieving schools on the 
algebra and English regions that have an 80% or higher minority rate on Long Island. 
There are several factors that contribute to successful classroom instruction. Take a 
moment to think about which factors you believe are most important and how your 
school has supported them.” Principal A answered “I mean one is good planning, right? 
And rigorous instructions in classrooms, I think that, that's the first step.” Principal A 
continued, “I think keeping it about instruction and what's happening in the classroom is 
critical and having those conversations on a regular basis.” 
Effectively assessing student understanding was another theme coded more than 
once by the researcher. Principal A explained how assessing student understanding was 
important, especially the concept of backwards design, stating, “It's really looking at 
student work and kind of seeing the products that are being, completed in the different 
classrooms, and what commonalities are receiving? What improvements do we must 
make? If we're looking for the end product to look like this, what do we must do with our 
instruction to make sure that we're getting there?” 
“Because I think we have to tap into what kids are passionate about, right? And 
the big thing for me is making learning relevant and making the tapping into the student 
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experience because kids. . . . There's lots of things that we teach them that they've had 
experiences around, that conceptually they can understand it, if we teach it to them within 
the context of what they know already.” Here, Principal A describes how they believe 
that relevance is important. It is beneficial to learning when content is connected to what 
students know already. 
Another theme under Instruction was utilizes data: Instruction must utilize data. 
Principal A described how teachers in their school utilizing a program called Illuminate 
to analyze data: “This aggregates data very quickly, right?” Principal A continued to state 
how the reports are helpful: “Using those reports effectively to then tailor instruction and 




Principal A’s essential component Leadership had several themes that were coded 
on more than one occasion. Leadership was coded the most of their essential components, 
at 36.08%. These themes included create a safe, welcoming, and healthy environment; 
director of instruction; distribute responsibilities; empathy; honesty; non-negotiables; 
provide meaningful professional development; provide opportunities for parents to come 
to meetings; and shared mission, vision, values, and goals. Principal A described the 
importance of creating a safe, welcoming, and healthy environment and how this can 
effect student motivation: “I think when you accept kids and you allow them to feel safe, 
and you allow them to express themselves and you'd get them, you motivate them to 
reach their potential.” 
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Another significant them coded under the Leadership was director of instruction. 
Principal A described discussions that the administrative team has with departments to 
improve instruction: “What improvements do we must make? If we're looking for the end 
product to look like this, what do we must do with our instruction to make sure that we're 
getting there?” 
The theme distribute responsibilities was also coded more than once. Principal A 
described how they distribute responsibilities in terms of checking lesson plans. Principal 
A stated, “I think making sure that planning is happening, making sure the chair-people 
are checking plans.”  
Empathy was another significant theme. Principal A described the importance of 
determining why a student may be acting out, stating, “We must get to the bottom of that, 
as to why you're acting like a jerk today. So then we can figure out what's going on and 
get you to a better place and make sure that you continue with your journey.” 
Principal A discussed the importance of the theme honesty when they have as 
conversations with teachers. Principal A stated, “Like being honest and open and 
truthful.” They continue, explaining that a conversation they would have with a teacher 
would be about data. “It's not about me not liking a teacher, disagreeing with different 
things this teacher does. It's the results that we're seeing and we must talk about that and 
how do we then modify instruction to stay on track.” 
 “The way that is expected like ‘Hey, the kid needs extra help and you're going to 
give them extra help.’ You're actually going to spend the extra time with them to get 
them where they must be because it's the right thing to do. Not because you're 
contractually obligated or you don't have an obligation, right? You're going to spend time 
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with that kid because that's what people should do on a regular basis.” Here, Principal A 
describes the importance of non-negotiables, which, for Principal A, include making sure 
that students are provided with the additional help opportunities that they need. 
Provide meaningful professional development was another theme under 
Leadership. Principal A described how they provide professional development to the 
administration team, stating, “I like to always have a key component with instruction and 
with the Admin team through different activities and different workshop type deals 
where, they have to actually do the work so they can stay fresh on what best practices are 
to then coach their teachers. Because if they're not fresh and they're not up to speed with 
what's needed, they're going to have a hard time actually coaching their teachers and 
getting the teachers the way they do.” 
Principal A understood the importance of being accessible to parents. The theme 
provide opportunities for parents to come to meetings was coded more than once, and 
Principal A shared several examples of how they make themselves accessible, stating, “I 
also hold a coffee with the principal like five or six times a year where I get to . . . in the 
morning time. So on top of PTSA meetings at night, for any parents that work at night or 
aren't able to make the night meetings, I hold like a seven o'clock 7:15 we start, coffee 
with the principal from 7:15 to eight where I kind of go over different things that are 
happening at the school. I also do some workshops. I like to highlight some student work 
or something like performance that's happening.” 
Finally, the theme shared mission, vision, values, and goals was coded more than 
once. Principal A shared, “Me and the teacher are on the same page here, and we're going 
to. . . . We're all here for one purpose. We're here to get you to where you must be.” 





The essential component Student Factors had several themes that were coded 
more than once. Student Factors was coded the second most of Principal A’s essential 
components, at 20.62%. These themes included feel they have a voice, provide 
opportunities for input, feeling cared about, learning that is relevant, opportunity to 
pursue passion, perceived safety, and relationship with teacher. 
The themes feel they have a voice and provide opportunities for input were both 
coded by the researcher on more than one occasion. Principal A described how they are 
passionate about providing these opportunities for students: “I think for me it's all about 
giving kids voice and allowing them to like thrive, right?” Principal A continued, “You 
allow them to express themselves and you'd get them, you motivate them to reach their 
potential.” 
The theme feeling cared about was coded more than once. Principal A discussed 
the connection of students feeling cared about to motivation: “I think motivation comes 
from having one, your basic needs met and feeling like I'm in a place that cares about me 
and I have food and I've water and I've shelter, I'm safe but also that I have people around 
me who actually have a vested interest in me.” 
Learning that is relevant was another important theme. Principal A explained the 
importance of learning that is relevant: “The way kids came to life and kids were excited 
about material when it's more relevant to their own lives and that they get a choice in 
different things that they get to study about within that content area.”  
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Principal A explained how the opportunity to pursue passion can affect student 
motivation: “In terms of the student motivation, it really varies but it varies by kid, it's a 
very individual thing of what motivates a kid. You got to find out what they're passionate 
about and what they care about” 
Perceived safety was another theme that was coded more than once by the 
researcher. Principal A explained how safety is important to student motivation: “I think 
motivation comes from having one, your basic needs met and feeling like I'm in a place 
that cares about me and I have food and I've water and I've shelter, I'm safe but also that I 
have people around me who actually have a vested interest in me. Sometimes that's at 
home, sometimes it's not. Sometimes kids have to look for other places for that, for that 
sense of security and that sense of having an environment where they can grow and once 
those are met though.” 
Finally, the theme relationship with teacher was coded more than once. Principal 
A understood the importance of relationship building, stating, “Making learning relevant 
is a huge motivation. But then also tapping into what kids are interested in and what they 
aspire to, right? Which goes back to the relationship building of like knowing your kids, 




The greatest percentages of Principal B’s coding was for Family-Community 
Involvement (28.00%), Leadership (32.00%), Professional Learning Community 
(12.00%), and Student factors (12.00%). This data was chosen as most significant, 
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because the percent of coding for Instruction was much less, at only 3.00%. Below are 
the themes that were coded under each of the majority essential components. The themes 
are presented in the words of the participant.  
 
Family-Community Involvement. 
Principal B’s essential component Family-Community Involvement had several 
themes that were coded on more than one occasion by the researcher. This element was 
coded the second most of their essential components, at 28.00%. Themes included family 
partners with the school, positive relationship with school, sense of community pride, and 
trust with school. 
Family partners with the school was an important theme. Principal B explained 
the family partnership that their school has: “I think the culture here is far more important 
than any of the dynamics of classroom settings.” Principal B continued, “I have to believe 
it's a culture that starts in the community. It starts when kids are young. It's a diverse 
community. It's a loving, caring, supportive community. I see kids of all backgrounds 
here who demonstrate a great sense of pride and most definitely confidence.” 
Another important theme under Family-Community Involvement was having a 
positive relationship with the school. Principal B explained that all of the stakeholders are 
essential to building positive family and community involvement, stating, “So I think it 
goes without saying that you know, obviously teachers must know content and pedagogy, 
but I don't think, in education, nothing is more important than relationships. Relationships 
between the school and the home. Certainly, paramount is the relationship between the 
teachers and the students. Relationship between different groups, administration, 
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teachers, custodial, kitchen people, whoever. I believe that from the superintendent down, 
relationships, relationships, relationships. Because if they're not mutually respectful or 
cooperative, the kids suffer. And I think that's a strength here. I think there are strong 
relationships between the home, the community, the school. And I think, again, it benefits 
kids.” 
 The sense of community pride was coded more than once by the researcher. 
Principal B discussed how involved the parents are in their school, stating, “I've never 
been in a high school where there was a more active and participatory PTA. Usually, 
PTA is big at the elementary. Middle school, it dwindles a little bit. High school, it's rare. 
Here, there are moms and dads in the PTA and very much involved. Athletic events, 
you'll see a ton of people, not only at the games but supporting fundraising efforts and 
things like that.” 
The theme trust with school was evident when Principal B discussed how the 
parents support the school and let their educators teach the students. They explained 
“Parents let the educators do their job and they support them almost without exception. 
And I think in this day and age, I think that too is a huge reason for the success here 
because in too many other places, I have seen the tail wagging the dog and I'm telling 
you, I've been shocked by that all year.” 
 
Leadership. 
Principal B’s essential component Leadership had several themes that were coded 
on more than one occasion by the researcher. Leadership was coded the most of their 
    
 
96 
essential components, at 32.00%. These themes included relationships with all 
stakeholders and effectively communicating with all stakeholders 
The theme relationships with all stakeholders was coded more than once by the 
researcher. Principal B described the relationships their teachers have with families and 
the importance of having positive relationships with all stakeholders: “Certainly 
paramount is the relationship between the teachers and the students. Relationship 
between different groups, administration, teachers, custodial, kitchen people, whoever. I 
believe that from the superintendent down, relationships, relationships, relationships. 
Because if they're not mutually respectful or cooperative, the kids suffer. And I think 
that's a strength here. I think there are strong relationships between the home, the 
community, the school. And I think, again, it benefits kids.” 
The theme effectively communicating with all stakeholders was also coded more 
than once. Principal B described the how well their staff knows the students and families: 
“I think the teachers and the administrators, I could say the same thing. They know the 
kids and families very, very well. The administrators . . . well everybody, I shouldn't say 
just . . . they're visible. They're present. You go to athletic events, you see people there. 
Again, for a big school, it's a pretty personal, intimate environment.” 
   
Professional Learning Community.  
Principal B’s essential component Professional Learning Community was coded 
the third most of their essential components, along with Student Factors, both at 12.00%. 
Principal B did not have a theme that was coded more than once; however, they discussed 
the collegial atmosphere in their school, which contains several elements of a PLC. 
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Principal B stated, “And I think they work very, very well with teachers in this building 
and in this district as far as planning together, quality time off together, taking the time 
with everybody in the building, no matter what their role is, to sit and have healthy, 
positive conversations about kids and how they can help kids, developing relationships 
with kids. I think that also enhances that confidence in our students. They're always 
analyzing and manipulating data. So in the short time I'm here, there's a lot of evidence of 
that going on.” 
 
Student Factors.  
Principal B’s essential component Student Factors, along with Professional 
Learning Community, was coded third most of their essential components, also at 
12.00%. A theme that was coded more than once by the researcher was relationship with 
teacher. Principal B discussed the importance of having a positive relationship with the 
teacher, stating, “So I think it goes without saying that you know, obviously teachers 
must know content and pedagogy but I don't think, in education, anything is more 
important than relationships. Relationships between the school and the home. Certainly, 
paramount is the relationship between the teachers and the students.”  
 
Principal C. 
The data from Principals C’s interview was coded, and the elements with the most 
codes were Instruction (20.34%), Leadership (23.73%), Student Factors (16.59%), and 
Teacher Factors (33.90%). This data was chosen as most significant, because the percent 
of coding for Family-Community Involvement was much less, at only 1.69%. Below are 
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the themes that were coded under each of the majority essential components. The themes 
are presented in the words of the participant.  
 
Instruction. 
Principal C’s essential component Instruction had several themes that were coded 
more than once by the researcher. Instruction was coded the second most of their 
essential components, at 20.34%. Themes included differentiation, effective planning, 
having good teachers, teaching content that is aligned with the exam, and rigorous high 
expectations. 
In Principal C’s discussion of their teachers, they highlighted several of the 
characteristics of the latter. The theme differentiation was coded more than once. 
Principal C shared how their teachers differentiate: “I have great teachers. Teacher’s that 
differentiate instruction. Teachers who understand that kids are coming in with different 
ability levels, different levels of motivation, and knowing that designing lesson plans to 
meet those individual needs.”  
Effective planning was also coded multiple times throughout the interview. 
Principal C stated how their teachers plan and how these plans are reviewed, stating, 
“Teachers submit their lesson plans to their chairperson, and their chairperson reviews. 
So they will be looking at the lesson plan that talks about how they are differentiating 
instruction, and then there are formal classroom observations, you know a lot of our 
professional development in the school is revolved around differentiated instruction” 
The themes having good teachers and having content that aligns with the test were 
also coded multiple times. When the interviewee was asked, “What were several factors 
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that contribute to classroom instruction?” Principal C answered, “Well I think it is what 
you teach, and how you teach it. Certainly, having content that aligns with the test. And 
that is even percentages on the exam. How much time you spend on specific topics, 
having teachers that have high expectations, you are relentless and willingness to provide 
additional support outside the classroom to help kids succeed. Well listen, I have great 
teachers, and that is half the battle.” 
Rigorous high expectations was another theme under the essential component 
Instruction that was coded multiple times. Principal C shared the consistency of rigor and 
high expectations in grades K–12: “So kids are going from kindergarten through high 
school and it’s the same beliefs. They are being challenged in the middle school at a 
higher level with rigorous courses. They are being challenged in the high school, they are 
being challenged in the elementary school. There’s a belief that kids can be successful. I 
think when I am getting students coming into the ninth grade who believes in himself, 
whose been challenged and has had some success that makes my job easy, it makes 
everybody’s job easier.” 
  
Leadership. 
Principal C’s essential component Leadership had several themes that were coded 
on more than one occasion. Leadership was coded the most of their essential components, 
at 23.73%. Themes included belief that all students can succeed, consistent leadership, 
director of instruction, focus on high levels of instruction, hire effective staff, listener, 
non-negotiables, provide multiple opportunities for extra help, and transparency. 
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Principal C was very passionate about the themes belief that all students can 
succeed and focus on high levels of instruction, which were coded multiple times. 
Principal C stated, “Probably the most important thing has been my philosophical beliefs 
in the high expectations of all students, the belief that all students can succeed in high 
levels. Everyone should be challenged and have open access to high level courses, to 
rigorous courses, and as an educator you look to provide opportunities to help students 
succeed.” Principal C also reflected that in order for students to succeed, they must be 
provided with multiple opportunities for extra help, a theme that was coded more than 
once. Principal C explained, “All kids come in with different levels of innate intelligence, 
motivation, maturity, different homes, and we try to not let that be a barrier. So it really is 
what can we do to help these kids succeed. Whether its additional Saturday classes, extra 
help, homework center. We have a lot of different programs in place to help students 
succeed.” 
Principal C also described the successes they have enjoyed during their tenure as 
principal. The researcher coded several times consistent leadership and hire effective 
staff. Principal C described, “Now this is my seventh year as the principal of 
__________High School.” In response to the question, “Do you believe there are any 
other reasons for the success your school has had?” Principal C answered, “You know 
just a lot of things came together. First and foremost, teachers are number one. Like I 
said, we had an opportunity to hire new teachers over a 5-year span. [ . . . ] I have good 
teachers. I have had the opportunity to hire some of the best teachers, who care about 
kids, who also have high expectations.” 
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The theme director of instruction was also coded more than once by the 
researcher. Principal C identified the importance of being the director of instruction, 
stating, “I think they have confidence in what I know as an educator and also I try to 
impart my leadership as being an instructional leader. Continuing learning and continuing 
challenging, going through the observation process so they can see you know 
instruction.” 
Principal C also described some of the characteristics that assist them in the 
relationships they have developed with their staff. The themes that identify some of their 
characteristics are listener and transparency “There is a lot of talk, a lot of it is research 
based, I’m transparent, I listen, we have arguments in this office, and I welcome that, we 
may not agree in the end, but you did have a voice and I did listen, and I try to be a good 
listener. [ . . . ] I guess that some of the things we covered but I’d like to say I’m open. 
Open, open door policy. I like to hear different ideas, I don’t want people to just say yes, 
yes, yes. So, I think my leadership is certainly open and transparent. I think people trust 
me. I don’t think you can do much of anything if people don’t trust you. So, I think I built 
a pretty good trust with my teachers. I’m transparent. I allow them to be part of the 
decision-making process. There concerns are always heard, I always try to react to them.” 
Principal C uses research-based evidence to support the decisions they make. 
Principal C described this when they stated, “I think they tell you that they feel that they 
can come in here and ask me anything. They may not like the answer but at least they had 
a chance to voice their concerns and we’ll have a discussion, we can have a debate, but 
we are not always going to agree and that’s okay. I try and use a lot of research-based 
stuff so it’s not just me deciding because I want to, but this is what research tells across 
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the board works best.” Utilizing research to support their decisions assists them in 
making decisions that are non-negotiable, and indeed, the theme “Non-negotiables” was 
coded more the once by the researcher. 
 
Student Factors. 
Principal C’s essential component Student Factors had several themes that were 
coded on more than one occasion. Student Factors was coded the third most of Principal 
C’s essential components, at 16.59%. These themes included feeling cared about, 
network of support that believes students can succeed, relationship with teacher, and 
teacher shows passion for content area. 
The themes feeling cared about, network of support that believes students can 
succeed, and relationship with teacher were coded multiple times. Principal C described, 
“Which factors are most important? The teacher has to love kids. We can teach to teach, 
we can work on pedagogy, we can do that. But if they don’t like kids, you can’t teach 
them to like kids. That’s number one.” Principal C continued to describe a network of 
support that believes that students can succeed by stating, “So factors. We talked about 
caring. We talked about having high expectations. Even some people that are good 
people just have this belief that some kids just can’t do it. It’s like a ‘well he can’t do 
that,’ ‘maybe he should get that,’ or ‘he can’t take that class.’ So, you know a genuine 
belief that all kids can succeed, hold kids to high expectations.” Principal A also 
described the importance of the relationship with the teacher: “Well you know I think, 
probably from trying to think of the top of the list I’m thinking relationships, students 
who work with teachers that have good relationships work. I don’t know if it’s an 
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intrinsic motivation, but I can even think of myself as a student, I’d do anything for the 
teachers that I liked. I had good relationships with the teachers I didn’t want to let down. 
So, I think there is that relationship, and that bond, I think that’s critical to student 
motivation. Having a teacher that believes in you. If I believe in you, and I know you can 
do this, and we are going to get through this together, what’s more motivating than that. 
So, we have a lot of that.” 
“Having a passion for their subject matter. Somebody that’s passionate about 
what their teaching. The easiest way to motivate students is to teach with excitement. If 
you are not excited about your subject matter, it’s hard to get students excited about what 
you are about to teach.” This quote exemplifies the theme coded by the researcher teacher 




Principal C’s essential component Teacher Factors had several themes that were 
coded more than one occasion. Teacher Factors was coded the most of their essential 
components, at 33.90%. Themes included the belief that all students can succeed, build 
relationships with students, family and community, care about students, have high 
expectations, mindset, internal motivation, growth, motivated to improve personal 
practice and school improvement, participation in collegial meetings, and passionate 
about content area. 
Several themes were coded multiple times, including belief that all students can 
succeed, have high expectations, and care about students. Principal C described that 
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teachers must believe that all students can succeed and have high expectations, stating, 
“Even some people that are good people just have this belief that some kids just can’t do 
it. It’s like a ‘well he can’t do that,’ ‘maybe he should get that,’ or ‘he can’t take that 
class.’ So you know a genuine belief that all kids can succeed, hold kids to high 
expectations.” Principal continued, describing the importance of caring about students, 
stating, “Absolutely, it's a cultural thing. Teacher’s care, and I have good teachers. They 
sit, they talk, they share information.” 
The theme build relationships-with students, family, and community was coded 
more than once. Principal C described the importance of having positive relationships 
with students, stating, “Well you know I think, probably from trying to think of the top of 
the list I’m thinking relationships, students who work with teachers that have good 
relationships work. I don’t know if it’s an intrinsic motivation but I can even think of 
myself as a student, I’d do anything for the teachers that I liked. I had good relationships 
with the teachers I didn’t want to let down. So I think there is that relationship, and that 
bond, I think that’s critical to student motivation. Having a teacher that believes in you. If 
I believe in you, and I know you can do this, and we are going to get through this 
together, what’s more motivating than that.” 
 Principal C also described several characteristics and practices that teachers must 
have to be successful. All the themes were coded more than once by the researcher. First 
was teacher having a growth mindset and internal motivation. Principal C stated, “If you 
are not excited about your subject matter it’s hard to get students excited about what you 
are about to teach. Then there is that commitment and dedication to want to be the very 
best.” Principal C’s response to the question “There are several factors that contribute to 
    
 
105 
successful classroom instruction. Take a moment to think about which factors you 
believe are most important, and how your school has supported them” was that the 
teacher must be “motivated to improve personal practice and school improvement. [ . . . ] 
Teachers who understand that kids are coming in with different ability levels, different 
levels of motivation, and knowing that designing lesson plans to meet those individual 
needs. Teachers that just have a genuine desire to be the best they can, so they are always 
looking for opportunities to improve.”  
The theme participation in collegial meetings was also coded several times. 
Principal C described how teachers collaborate to determine best instructional strategies: 
“So for example, one teacher may do very well on a particular question, on a particular 
topic, and another teacher in the same school may not have done as well. There is 
communication, how did you teach that, what worked for you that your students were 
able to attain that information, also looking at gaps in content, were there areas that we 
did not do well with as a group. Is that reflective of how we taught it or is that reflective 
maybe the content not covering it to its extent? Teachers do informal and formal 
observations in the classroom, or summaries, seeing how kids do whether or not they 
understand the content at the end of the lesson.” The theme passionate about content area 
was described by Principal C: “Like I said teachers are critical, I know we just spoke 
about that. It kind of a little bit here and there with their innate beliefs. Loving kids, 
passionate about what they do. Reflective practice. Able to be the best they can be.” 
 
Administrator A. 
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The data from Administrator A’s interview was coded, and the elements that were 
coded the most frequently were Instruction (29.63%), Leadership (22.22%), and Teacher 
Factors (25.93%). This data was chosen as most significant, because percent of coding 
for Family-Community Involvement and Student factors were much less, at 3.7% and 
11.11%, respectively. Below are the themes that were coded under each of the majority 
essential components. The themes are presented in the words of the participant.  
 
Instruction. 
Administrator A’s essential component Instruction had several themes that were 
coded on more than one occasion. Instruction was coded the most of Administrator A’s 
essential components, at 29.63%. Themes included effectively assessing student 
understanding, relevant, rigorous high expectations, and utilizes data. 
The theme effectively assessing student understanding was important, with 
Administrator A describing, “So on the unit exams, they would break down each exam to 
see what the kids did well on, what they didn't do well on. Then the subjects that they 
needed extra help on, they would either do a reteach in class or they would hold an extra 
help session after school on specific topics and specifically help students to be there for 
those specific topics that they didn't do well on.”  
In the theme utilize data, Administrator A described how “Data was a big part of 
instruction. Every assessment was broken down. The data was broken down into the 
different levels, level four, three, two and one, for every unit exam. Then looked at to see 
what gaps there were and how to reteach that or do whatever was needed in the class for 
those. Same thing on quarterly's, midterms, and the Regents exams. Regents exams were 
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broken down question by question, types of questions, topics on questions, and identified 
not even just what the students didn't do well on, but what wrong answers they chose and 
why they might've chosen that as the wrong answer. So, they went in depth on all the data 
and developed everything based off, how can we increase each point of the exams?” It is 
evident Administrator A’s description that teachers have a plan of how to utilize data to 
drive instruction in their classrooms. 
The two themes relevant and rigorous high expectations were coded multiple 
times. The following quote was coded as relevant by the researcher: “They're in the class, 
and then I think, again, making that connection to their daily lives, making sure they 
understand why are we learning this, what's the purpose of this? Making connections in 
the curriculum, from what we taught in the last unit to the next unit and what we're going 
to look at in the future.” The following quote was coded as rigorous high expectations: 
“There's a high expectation in that school. There's a culture of expectation of passing and 
excelling, and doing everything you can to be successful, and the teachers finding every 
way to help the students be successful. There's a lot of extra help sessions, review 
sessions, Regents sessions, PD sessions for the teachers.” It is evident that Administrator 
A has worked to make these two themes part of the school’s culture. 
 
Leadership. 
Administrator A’s essential component Leadership had several themes that were 
coded on more than one occasion. Leadership was coded the third most of Administrator 
A’s essential components, at 22.22%. Themes included shared mission, vision, values, 
and goals and provide meaningful professional development. The researcher coded the 
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following quote from Administrator A as shared mission, vision, values, and goals: “I 
think a big part of is the connection between the middle school and the high school, the 
seventh through twelfth philosophy. There's a lot of interaction between the middle 
school and the high school through the chair-people. The expectation starts in seventh 
grade, not in 10th grade. So the students know what they're expected to do. No matter 
what school or what level they're at, they're in social studies and they know these are the 
expectations in a social studies class or an English class. I also think a big part there is, 
everybody's in it together. They know that what I'm doing in my class and the 
expectations in my class are going to carry over into your class. So it was a very family 
atmosphere amongst the teachers.” Administrator A also believed that they must provide 
staff with meaningful professional development. Administrator A stated, “So again, as 
the administrator there, my role was to just always make sure the teachers had whatever 
they needed, whether it was supplies, whether it was materials, whether it was 
professional developments, help with the students, getting in touch with students, dealing 




Administrator A’s essential component Teacher Factors had one theme that was 
coded on more than one occasion. Teacher Factors was coded the second most of the 
essential components, at 25.93%. The theme high expectations was coded by the 
researcher when Administrator A stated, “There's a high expectation in that school. 
There's a culture of expectation of passing and excelling, and doing everything you can to 
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be successful, and the teachers finding every way to help the students be successful. 
There's a lot of extra help sessions, review sessions, Regents sessions, PD sessions for the 
teachers.” Administrator A thus indicated how high expectations is part of the culture of 
the school. 
 
Research Question 2 
 
How do principals view the contributions of their leadership to positive academic 
achievement in their school? 
 In each participant’s interview, they were asked the same question: “Leadership is 
a fundamental asset to maintaining a safe and healthy environment that is conducive to 
the learning of all students. How do you believe your leadership has contributed to 
positive academic achievement in your school?” Below are excerpts from their answers, 
in their words, and the themes that the researcher identified therefrom. These answers 
assist in determining how each principal or administrator believes their leadership has 
contributed to positive academic achievement in their school. 
 
Principal A 
  Principal A described how important it is for students to have a voice and the 
benefits of a safe and healthy environment: “I mean, I think for me it's all about giving 
kids voice and allowing them to like thrive, right? And I think when you accept kids and 
you allow them to feel safe and you allow them to express themselves and you'd get 
them, you motivate them to reach their potential and you motivate them to see what their 
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potential actually is, they rarely ever disappointed you, right? And I think that they 
usually step into that role and step into that leadership role and they step up their game.”  
Collaboration, especially teachers discussing students, plays a key role in helping 
students. Teachers providing each other with important information about students assists 
them in their own planning with these students. Principal A explained, “However, the 
teachers that are working with our most struggling kids that are getting results, those are 
the strategies we must know what's going on and how that's working.” Principal A 
understood the importance of building relationships with students and holding them to 
high expectations: “I think building that atmosphere where kids know that they have an 
advocate on their side, however, they're also going to be held accountable and having that 
dialogue with them around those things and treating them as humans and treating them as 
holistic people and allowing them to express themselves in different ways and like all that 
stuff adds up, right? And I think that's. . . . And showing teachers that like, ‘Hey, I started 
a mentoring program my second year for the most difficult kids, right?’” 
  Principal A indicated the importance of developing a culture of high expectations, 
which included utilizing data and focusing on high levels of learning: “I think doing all 
that plus the accountability with the data and that stuff I think is . . . it does play a role 
and I think we have been successful as a result. And I think that when you create the 
conditions for learning and when you put the focus on high level learning as opposed to 
just kind of standardized test learning, then kids achieve at higher levels. I think we're 
doing a pretty good job. We have a lot more work to do, but like we're getting there four 
years.” 
 




Principal B believed that their school has a positive culture: “So I don't think my 
leadership has contributed at all. I think I walked into a place that's a pretty special place. 
If not for your title, would people follow you?” 
 Principal B believed that it is important for all stakeholders to see the principal’s 
work ethic and to see that the principal practices what they preach. “You roll up your 
sleeves and you work with everybody else. I will tell you I learned from the very best. 
They came no better than the administrators at _______ who taught me how to do my 
job. And they were all people who rolled up their sleeves, believed in participatory 
leadership, cooperation, respect. [ . . . ] So you come to school and you lead by example. 
You're the first one there, the last one to leave.” 
 Principal B also explained what they felt were important character traits that a 
principal should have: “So I just think being visible, being present, being empathetic, and 
being a good listener and having difficult conversations but two-way conversations.” 
 
Principal C 
Principal C believed in the importance of being transparent to build trust with 
staff. They also have an open-door policy: “I’d like to say I’m open. Open, open door 
policy. I like to hear different ideas, I don’t want people to just say yes, yes, yes. So I 
think my leadership is certainly open and transparent. I think people trust me. I don’t 
think you can do much of anything if people don’t trust you. So I think I built a pretty 
good trust with my teachers. I’m transparent.” 
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Principal C believed in the importance of making collaborative decisions but 
always bearing the end goal, that is, making decisions that are best for the children, in 
mind. “I allow them to be part of the decision-making process. There concerns are always 
heard, I always try to react to them. Again, they may not always like the reaction to it, but 
it was heard and we try to respond and we do the best we can. But then after everything I 
talk about, decisions are made based on what’s best for the kids. There is no personal 
agenda. It’s what’s best for kids.” 
Principal C attributed much of the success to the hiring of their teaching staff: “I 
have good teachers. I have had the opportunity to hire some of the best teachers, who care 
about kids, who also have high expectations.” 
Principal C believed that they have a culture of high expectations that believes all 
students can succeed. “So kids are going from kindergarten through high school and it’s 
the same beliefs. They are being challenged in the middle school at a higher level with 
rigorous courses. They are being challenged in the high school, they are being challenged 
in the elementary school. There’s a belief that kids can be successful.” 
  
Administrator A 
 Administrator A believed in making sure that they support their teachers to the 
best of their ability, which includes resources, professional development, and assistance 
with curriculum changes. “So again, as the administrator there, my role was to just 
always make sure the teachers had whatever they needed, whether it was supplies, 
whether it was materials, whether it was professional developments, help with the 
students, getting in touch with students, dealing with guidance, whatever I could do to 
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help the teacher make their lives easier was important. Staying on top of the changes and 
helping them understand what the changes are, why the changes are there, and how to 
adapt what they're already doing and not make more work for them through those 
changes.” 
 
Research Question 3 
 
To what extent are there commonalities or differences in the reasons for positive 
academic achievement in the high-minority high schools in Long Island? 
 There were several commonalities and differences within the study. Both the 
commonalities and the differences illuminate what led to positive academic achievement 
in these high-minority schools. 
The researcher coded a total of 126 themes during the analysis of the participant 
interviews. Leadership had 42 themes, Teacher Factors had 21 themes, Family-
Community Involvement had 12 themes, Instruction had 20 themes, Student Factors had 
18 themes, and Professional Learning Community had 13 themes. The commonalities 
show which themes the participants had in common.  
 Ten themes were coded by the researcher that were shared among all participants. 
The researcher believes that these 10 themes are extremely important, because they were 
present in all four schools. The essential component Family-Community Involvement had 
one common theme, namely, schools having active parent organizations. Instruction had 
two common themes, that is, effective planning and teaching content that is aligned with 
the exam. Leadership had three common themes: creating a collegial culture, effectively 
communicating with all stakeholders, and a shared mission, vision, values, and goals. 
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Professional Learning Community had three common themes as well, namely, analysis of 
data, collaboration and common planning opportunities, and discussion of effective 
instruction pedagogy. Student Factors had one common theme: a network of support that 
believes that students can succeed. 
 By identifying what schools are doing differently as well, the researcher is able to 
identify areas that would be helpful to school leaders. This data can be found in the data 
charts in Appendix A. However, the researcher has provided one example below. 
Table 4.2 shows the essential component Family-Community Involvement. The 
three themes indicated for Family-Community Involvement are active parent 
organizations, active participation in or presence at extra-curricular activities, and 
commitment to child’s success. A 1 indicates that the principal or administrator discussed 
the theme during the interview, and a 0 indicates that the principal or administrator did 
not discuss the theme during the interview. A 0 does not, however, indicate that the 
theme is not present at the school, merely that it was not discussed during the interview. 
 
Table 4.2 













Principal A 1 0 1 
Principal B 1 1 1 
Principal C 1 0 0 
Administrator A 1 0 0 
 





During the collection of data, there was unexpected data that did not fit the 
researcher’s conceptual framework, that is, the essential components needed to raise 
student achievement in schools. Under each element, themes are listed. The tables below 
(Tables 4.3, 4.4, 4.5, 4.6, 4.7, and 4.8) below indicate the themes that were not listed in 
the researcher’s conceptual framework. This information is helpful to leaders because it 
provides additional themes that can assist them in developing their school improvement 
plan.  
Table 4.3 








activities for staff 




• Open door policy 
• Experience 
• Empathy 
• Decisions based on 
what is best for 
kids 




• Staff seeing you are 
practicing what you 
preach  
• Review data with 
administration team 

















• Build relationship 
with students 
• Focus on high 
levels of instruction 
• Access to all 
courses for all 
students 
• Belief that all 
students can 
succeed 
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Table 4.4  
Unexpected themes: Student Factors 
Student Factors 
• Meeting basic needs 
(food, shelter) 
• Feeling cared about 
• Relationships with 
teacher 
• Being able to trust 
 
 
• Learning that is 
relevant 
• Learning that is 
engaging 
• Choice provided 




• Recipient of 
positive recognition 
• Teacher shows 
passion for content 
area 
• Positive role 
models 
• Feel they have a 





Table 4.5  
Unexpected themes: Professional Learning Community 
Professional Learning Community 
• Effective mentor 




• Discussion of 
effective instruction 
pedagogy  
• Share lesson plans 
 
• Discuss effective 
teaching strategies 
for individual or 
groups of students 
 
Table 4.6  
Unexpected themes: Instruction 
Instruction 
• Effective planning 
• Differentiated 




• Utilize critical 
thinking activities 
• Have necessary 
materials and 
resources 






• Provide guest 
speakers 
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 • Teaching content 










• Commitment to 
child’s success 
 
• Sense of 
community pride 
• Active participation 
in or presence at 
extracurricular 
events 
• Active parent 
organizations 
• Support school 
 
Table 4.8  
Unexpected themes: Teacher Factors 
Teacher Factors 
• Provide help 
outside contractual 
obligations 
• Knowledge of 
student motivation 
• Show interest in 
student 
• Honesty 




• Feel supported  
 
• Have necessary 
materials and 
resources 






The purpose of this study is to determine the factors that have contributed to the 
academic achievement of selected high-minority high schools in Long Island. This 
chapter presented the findings from this study. Each research question was answered with 
data from the researcher’s interviews of the principal or administrator participants, who 
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were chosen because the majority of the CC ELA scores and CC ALG scores in their 
schools ranked among the top 33% when analyzed with the other high-minority schools. 
Chapter 5 analyzes the findings to develop a revised conceptual framework to 
assist school districts and leaders to meet and exceed the challenges they face. 
Recommendations for future research based on the analysis and conclusions of the study 
are also proposed. 
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  CHAPTER 5 
 
Analysis, Conclusions, and Recommendations 
 
Introduction 
The first chapter of this study introduced the problem of the achievement gap in 
both New York and the United States as a whole and presented a brief history of 
education reform. starting with A Nation at Risk in 1993, and ending with “Race to the 
Top” in 2009. The purpose of this study was to determine the factors that have 
contributed to the academic achievement of selected high-minority high schools in Long 
Island. The study sought to recommend a framework for school improvement that school 
districts can employ in the future. 
Chapter 2 presented the researcher’s theoretical and conceptual framework and 
reviewed literature relevant to the study, which included the impact of different factors on 
academic achievement, such as family and community involvement, academic and 
support programs, school culture, and leadership. Additional literature reviewed included 
Anthony Bryk’s essential supports for school improvement and other successful school 
improvement practices. 
The third chapter of this study described the methodology and procedures used 
herein, defining the researcher’s use of a collective case study and detailing the use of 
quantitative and qualitative data. Quantitative data that was analyzed included state CC 
ELA and ALG Regents Examination scores. Qualitative data was collected by 
interviewing principals of the high schools under study.  
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Chapter 4 presented the participants of the study, describing each participant and 
organizing the findings as they relate to each of the research questions. Finally, this 
chapter analyzes the findings according to each research question and identifying how the 
data was supported or not supported by the literature. A revised conceptual framework is 
then presented and the study is concluded, recommendations for future practice are 
offered, and future research is proposed. An epilogue is then appended, wherein the 
research reflects on the study in its entirety.  
 
Discussion 
The transcripts of this study were coded by using Dedoose.com, and the 
researcher coded themes from his conceptual framework via focused coding. These 
themes were placed under the essential components of the researcher’s conceptual 
framework, and themes that were mentioned more than once during an interview were 
evaluated as more significant than other themes. 
After the researcher coded all principal interviews, there was a total of 126 
themes, 10 of which (8%) were discussed by all four participants. However, 38 of the 
themes coded were shared by three participants (30%), and 32 of the themes were shared 
by two participants (25%), while the remaining 32 themes were chosen by one principal 
only (25%); thus, of the 126 themes, at least 62% of the themes were coded by more than 
one principal.  
Fourteen of the themes (11%) the researcher did not find any evidence during the 
interviews to code them, which leaves 112 themes that were used. The data thus changes 
as follows: 10 of the 112 themes (9%) all four participants discussed; 38 (34%) were 
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discussed by three participants and 32 (29%) by two, while 32 (29%) were discussed by 
one principal only. Of the 112 themes, at least 71% of the themes were coded by more 
than one Principal. 
Principals A and C have been principals in their high schools for the longest 
duration – Principal A for four years and Principal C for seven. The researcher coded 83 
total themes for Principal A and 82 for Principal C. Of the essential components coded, 
Principal A and Principal C shared 60 themes. Seventy-two percent of Principal A’s total 
themes coded were shared with Principal C, and 74% of Principal C’s themes coded were 
shared with Principal A. 
The information presented above is critical, because it indicates a high percentage 
of shared themes, which is particularly evident between Principals A and C (with 72% 
shared themes), meaning that these two schools have several commonalities that the 
researcher believes have contributed to their academic success; these commonalities can 
be found in Appendix A. 
 
Research Question 1 
 
 
What are principals’ perceptions of the most significant reasons for positive academic 
achievement in their high-minority high schools? 
 The findings of research question 1 in Chapter 4 present the most significant 
themes discussed by each participant for each essential component. These themes were 
considered the most significant by the researcher because they were coded at least twice 
during the analysis of the interview. The themes were then presented in the words of each 
participant. The findings in this chapter under research question 1 present the shared and 
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unshared themes of each essential component, information that will be helpful to leaders 
today because the researcher believes that the shared themes were most significant 
themes to that school’s improvement, because they are common among interview 
participants. However, the researcher believes that the unshared themes are important as 
well, because they nevertheless represent attributes that helped each school. The 
discussion of each theme below also contains supporting evidence from the researcher’s 
literature review.  
 
Leadership 
Leadership was coded the most of all the essential components, and all four 
participants had a large portion of coding within the element of leadership, with a 
minimum of 22.22% (Administrator A) and reaching up to 36.08% (Principal A). This 
data is supported by Anthony Bryk’s study, which found that leadership is a driver for 
change and drives the other four essential supports in Bryk’s framework (Bryk, et al., 
2010). 
 
Shared Themes within Leadership. 
Principal A and Administrator A shared a belief in the importance of providing 
meaningful professional development. Sanfelippo and Sinaris (2016) support this belief, 
as they explained that teachers are more engaged in professional development if 
opportunities are presented for them to select what type of development they want. 
Principal A and Administrator A shared in a belief in the importance of a shared 
mission, vision, values, and goals, which finds support in Dufour and Fullan (2013), who 
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believe that a PLC, the first quality of which is a shared mission, vision, values, and 
goals, is the best way to create substantial school improvement.  
Principals A and C shared in a belief in the importance of the principal being the 
director of instruction. Crum and Sherman (2008) support this belief, stating that 
principals ought to assume the role as director of instruction. 
Principals A and C also shared a belief in the importance of non-negotiables, 
which is supported by Dufour and Fullan (2013).  
 
Unshared Themes within Leadership. 
Principal A believed in the importance of creating a safe, welcoming, and healthy 
environment, which is supported by Sanfelippo and Sinaris (2016), who state educators 
must provide an environment that supports students as they learn and grow. When 
children feel happy, their brains release endorphins, which primes them for learning. 
Principle A also believed in the importance of distributing responsibilities, which is 
supported in Bryk, et al., (2010) who note that leaders seek to develop distributed 
leadership that empowers others. Principal A also discussed the importance of honesty, a 
quality that is mentioned by Modoono (2017) as a key component of building trust and 
developing an appropriate culture. Principal A also emphasized the importance of 
providing opportunities for parents to come to meetings, and Bryk, et al., (2010) explain 
how schools make an effort to reach out to parents to engage them with the school. 
Principal A discussed the importance of empathy, a quality that was noted by Modoono 
(2017) as a means with which leaders build trust relationships with staff.  
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 Principal B believed in the importance of effectively communicating and building 
relationships with all stakeholders, and Sanfelippo and Sinaris (2016) also noted the 
importance of communication and relationships with stakeholders, including teachers, 
custodians, secretaries, families, teacher aides, bus drivers, and all other members of the 
school community. Sanfelippo and Sinaris (2016) created an acronym for culture: 
Communication Uncovers Learning Transparency Ultimately Reveals Everything. A 
leader who is accessible is able to communicate well with the entire school system, which 
has positive effects. 
Principal C believed that all students can succeed, which accords with Bryk, et al., 
(2010) who note that the school’s learning climate must be one wherein students feel safe 
and supported and able to succeed. Principal C noted the importance of high levels of 
instruction, which finds support in Reeves (2009), who explained that a key to success at 
Meade Valley Elementary School was providing students with assessments that were 
consistently more rigorous than state assessments. Principal C also believed in the 
importance of hiring effective staff, which accords with Crum and Sherman (2008), who 
observe that hiring personnel is essential to ensure that they fit into the community, 
school, and culture. Principal C also noted in the importance of listening, which accords 
with Safir’s (2017) claim that leaders who listen recognize that much of the needed data 
can be provided students and staff members. Listening also assists leaders in supporting 
change, because the change was made collaboratively. Principal C also believes in the 
importance of transparency. This belief is shared by Sanfelippo and Sinaris (2016), who 
state that communicating clearly and having transparent practice will have positive 
effects. Finally, Principal C noted the importance of consistent leadership and providing 
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multiple opportunities for additional help, two beliefs for which support was not found in 
the literature review. 
 
Instruction 
Three of the participants displayed a large amount of coding in Instruction, with a 
minimum of 16.49% (Principal A) and a maximum of 29.63% (Administrator A). 
 
Shared Themes within Instruction. 
Principal A, Principal C, and Administrator A all believed that instruction must be 
rigorous and expectations high, which finds support in Palumbo and Kramer-Vida 
(2012), who state that school programs must provide high expectations, positive teacher-
student interpersonal relationships, and strong content-based curricula.  
 Principals A and C believe in the importance of differentiation, and effective 
planning. This belief is shared with Bryk, et al., (2010) who explained that one reason for 
the success of Dayton Early College Academy was that staff focused on gathering data to 
identify problems and develop approaches to help students. The success of DECA also 
was attributed to teachers having common planning periods.  
 Principals A and C also shared the belief of utilizing data and effectively 
assessing student understanding. Bryk, et al., (2010) explained how the school Hancock 
conducted reading and writing assessments every five weeks, which allowed teachers to 
then analyze their student data.  
 Principals A and C both believed that relevance is important, which accords with 
Dufour and Fullan (2013), who stated that students become more engaged when their 
    
 
126 
education is relevant to their lives, which helps them understand the world in which they 
live. 
 
Unshared Themes within Instruction. 
Principal C believed in the importance of having good teachers, which relates to 
Fullan (2001), who described how New York District 2 improved under the direction of 
Superintendent Anthony Alvorado and his staff. In this district, teachers conduct daily 
inter-visitations and engage in peer consultation to determine best practices. Teachers and 
administrators visit schools and districts outside of their own to assist in the development 
of new instructional practices.  
 Principal C believed in the importance of teaching content that is aligned with the 
exam, and Dufour and Fullan (2013) likewise described how PLC teams analyze the 




The responses of three of the participants had a large majority of coding within 
the essential component Student Factors, with a minimum of 12.00% (Principal B) and 
up to 20.62% (Principal A). 
 
Shared Themes within Student Factors. 
Principals A, B, and C all believed in the importance of students having 
relationships with the teacher. Similarly, Sanfelippo and Sinaris (2016) stated that the 
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relationships built with students, parents, and the community are just as important as 
educational philosophy, standards, and instructional technique.  
Principals A and B shared a belief that students must feel cared about, which 
relates to Bryk, et al., (2010), who explain that personalism is how teachers show 
personal care and support their students to meet the depth and rigor of their education. 
Positive peer interaction is an essential component of the school learning climate.  
 
Unshared Themes within Student Factors. 
Principal A believed in the importance of all students feeling that they have a 
voice and that students should have opportunities to provide input and be able to pursue 
their passions. Sanfelippo and Sinaris (2016) explain students must believe that educators 
are advocating for them and that learning opportunities must be available to students to 
give them opportunities to innovate and purse passions, which can be accomplished by 
giving students choices within the curriculum, such as allowing students to select their 
own research topic. This relates to the fact that students work best when they believe their 
school work has value. 
Principal A believed that learning must be relevant, and Dufour and Fullan (2013) 
likewise note that students become more engaged when their education is relevant to their 
lives.  
Principal A noted the importance of students feeling safe, and Bryk, et al., (2010) 
likewise explain that order and safety is a basic human need that, if absent in school, will 
have a negative impact on students’ motivation to learn.  
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Principal C stated that students need a network of support that believes they can 
succeed, which accords with Bryk, et al., (2010), who explain that personalism is how 
teachers show personal care and support their students to meet the depth and rigor of their 
education. Raising standards for students, particularly in urban schools, should be 
associated with the social support necessary for motivation. 
Principal C believed that a student factor to academic achievement can be the 
teacher showing passion for content area, which accords with the belief of Sanfelippo and 
Sinaris (2016) that innovative, positive, and growth- and opportunity-oriented mindsets 
must be embraced.  
 
Teacher Factors 
Two of the participants within the study had a large majority of coding within the 
essential component of Teacher Factors, ranging from 25.93% (Administrator A) to 
33.90% (Principal C).  
 
Shared Themes within Teacher Factors. 
Principals A and B shared the belief that teachers should have high expectations, which 
accords with Bryk, et al., (2010) who explains academic pressure as the academic 
expectation the teacher has for their students, which should include working with depth 
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Unshared Themes within Teacher Factors. 
Principal C stated that teachers must believe that all students can succeed; 
likewise, Reeves (2009) shared the success story of Meade Valley Elementary School, 
wherein all stakeholders took pride in the success of their students, and the school 
recognized student success frequently to build emotional confidence. 
Principal C noted the importance of relationships among teachers, student, family, 
and the community. Sanfelippo and Sinaris (2016) accordingly state that the relationships 
that are built with students, parents, and the community are just as important as 
educational philosophy, standards, and instructional technique. 
Principal C believed in the importance of teacher mindset, internal motivation, 
and growth. Inversely, Sanfelippo and Sinaris (2016) explain the aspects of a negative 
mindset, which include excuses that students cannot learn because of socioeconomic 
status, neighborhood, or other perceived disadvantage, and how these must be eliminated. 
Mindsets favoring innovation, growth, opportunity, and positivity must instead be 
embraced, as students perform exactly how we believe they will perform.  
Principal C stated the importance of teachers being motivated to improve personal 
practice and school improvement, which accords with Dufour and Fullan (2013), who 
note the importance of staff member commitment not only to improving their practice, 
but to improving the school.  
 Principal C stated the importance of teachers participating in collegial meetings, 
which corresponds with Dufour and Fullan’s (2013) assertion that the best way to create 
substantial school improvement is to develop a PLC, which creates systemness, at which 
point all stakeholders contribute to the larger system. Staff members not only create ways 
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to ensure that students learn the topics, but also provide opportunities for students to 
extend their learning if they have mastered the topic.  
Principal C believed that teachers must be passionate about their content area, and 
similarly, Sanfelippo and Sinaris (2016) state that mindsets favoring innovation, growth, 
opportunity, and positivity must be embraced.  
 
Professional Learning Community 
Principal B’s responses had a large majority of coding within the essential 
component of Professional Learning Community, with 12% in this category. Principal B 
believed in the importance of analyzing data, and Reeves (2009) correspondingly 
explains that effective change requires teachers to collaborate, which should focus on 
individual student development by analyzing recent assessment data to create sustainable 
change through a system of shared values. 
 
Family Community Involvement 
Principal B’s responses also had a large majority of coding within the element 
Family Community Involvement, with 28% falling into this category.  
Principal B stated that family and schools should be in partnership. Joyce Epstein 
(2010) defines partnership as educators, families, and community members working 
together to share information, guide students, solve problems, and celebrate successes. 
Partnership entails shared responsibility on the part of all these constituents. 
Principal B stated that there must be a positive relationship between the school 
and parents, which accords with Sanfelippo and Sinaris’s (2016) statement that the 
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relationships that are built with students, parents, and the community are as important as 
educational philosophy, standards, and instructional technique.  
Principal B noted there must be trust between the school and parents; likewise, 
Bryk, et al., (2010) explain that a strong foundation of relational trust across the school 
community is necessary to maintain long-term improvements. This strong foundation of 
trust must exist among teachers, between teachers and parents, between teachers and the 
principal, and between teachers and students.  
Principal B also believed that their school had community pride, which they 
identified as a factor that bolstered the success of their school. Reeves (2009) similarly 
explained the price that all stakeholders at Meade Valley took in the success of their 
students.  
 
Research Question 2 
 
How do principals view the contributions of their leadership to positive academic 
achievement in their school? 
 Each school leader enumerated positive attributes that they believe have 
contributed to positive academic achievement in their school. Chapter 4 presented 
leadership themes in the words of the participants; this chapter contextualizes these 
themes in the literature to show how the leaders’ perception of their positive practice is 
supported by research. 
 Principal A has worked on creating a safe, welcoming, and healthy environment 
with high levels of instruction and high expectations, in which students have a voice, and 
where staff members build relationships with students. In addition, for teachers to plan 
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effectively, Principal A noted the importance of teacher collaboration to create an 
atmosphere conducive to learning, which is supported by research. Sanfelippo and Sinaris 
(2016) state that educators must create an environment that supports students as they 
learn and grow, and they explain that students must believe that educators are advocating 
for them. Learning opportunities must be available to students that give them the chance 
to innovate and purse passions. Sanfelippo and Sinaris (2016) state that the relationships 
built with students, parents, and the community are as important as educational 
philosophy, standards, and instructional technique. Bryk, et al., (2010) explain academic 
press as the academic expectation the teacher has for their students, which should include 
working with depth and rigor. They further explain explain that one factor behind 
DECA’s success was a staff focused on gathering data to identify problems and develop 
approaches to help students. The success of DECA also was attributed to teachers having 
common planning periods.  
Principal B was passionate about creating a positive culture in which they as 
principal listen and show empathy, feeling that it is extremely important for staff to see 
that the principal practices what they preach. Research supports these leadership 
strategies, and Dufour and Fullan (2013) assert that the best way to create substantial 
school improvement is to develop a PLC, which leads to systemness. Safir (2017) 
explains that much of the data that is needed can be gathered from students and staff 
members, and listening also assists leaders in supporting change because the change was 
made collaboratively. Modoono (2017) explains how leaders build trust in staff by 
showing empathy to staff members. Reeves (2009) explains that leaders’ actions speak 
louder than words. Leaders must utilize the right change tools, which can include 
    
 
133 
training, measurement systems, role modeling, and vision, for the system, and leaders 
must pay personal attention to all staff, for example, by taking turns as a substitute 
teacher or spending time with bus drivers.  
Principal C believes that they must be the instructional leader in the school. 
However, their open-door policy helps cultivate an atmosphere that is trusting and 
transparent. Collaborative decisions are made regularly based on the principle that all 
decisions center around what is best for kids. In addition, Principal C has worked hard to 
develop a culture that believes all students can succeed, for example, by having high 
expectations. Finally, Principal C has attributed much of their school success to hiring 
effective staff. Research supports these leadership strategies: Crum and Sherman (2008) 
believe that principals must take the role of director of instruction and maintain an open 
door policy, which gives the leader an opportunity to listen. Safir (2017) explains that 
much of the data that is needed can be found by listening to students and staff members. 
Listening also assists leaders in supporting change because the change was made 
collaboratively. Bryk, et al., (2010) explain that maintaining long-term improvements 
requires a strong foundation of relational trust across the school community, which 
includes trust among teachers, between teachers and parents, between teachers and the 
principal, and between teachers and students. Sanfelippo and Sinaris (2016) state that 
communicating clearly and maintaining transparent practice will produce positive effects. 
Bryk, et al., (2010) further explain that effective change requires teachers to collaborate. 
Sustainable change comes from a system that has shared values. Sanfelippo and Sinaris 
(2016) explain that decisions about the learning of children should always be made in the 
best interest of the children. Sometimes, leaders make or do not make change in order to 
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pacify adults, but students must believe that educators are advocating for them. The 
research by Bryk, et al., (2010) indicates that principals should enhance current staff 
professional capacities by providing support and time for development, and principals are 
expected to be instructional leaders. They further emphasize that students should feel safe 
and supported for success in the school learning climate. Palumbo and Kramer-Vida 
(2012) explain that school programs must provide high expectations, positive teacher-
student interpersonal relationships, and strong content-based curricula. Finally, Crum and 
Sherman (2008) reinforce the importance of hiring personnel who fit into the community, 
school, and culture.  
Administrator A attributed the success of their school to their ability to support 
teachers, indicating that this can be done by providing staff with the materials and 
resources they need and providing meaningful professional development. Research also 
supports these leadership strategies. Bryk, et al., (2010) explain that leaders must be able 
to articulate high standards for learning and support teachers’ ability to reach these 
standards. There should be a focus on student data reports and regular classroom visits to 
analyze student learning. Crum and Sherman (2008) note that facilitating instruction 
entails providing teachers with the materials that they require to be successful. Sanfelippo 
and Sinaris (2016) reinforce the importance of providing meaningful professional 
development, as they explained that teachers are more engaged in professional 
development if opportunities are given for teachers to choose what type of professional 
development they want. 
 
Research Question 3 
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To what extent are there commonalities or differences in the reasons for positive 
academic achievement in the high-minority high schools in Long Island? 
Throughout the interviews, commonalities in essential components emerged, both 
with the researcher’s conceptual framework and with additions to the researcher’s 
conceptual framework. Of the 126 themes that were coded, 10 were shared by all four 
participants; however, up to 72% of themes were shared by two participants in the study.  
Chapter 4 identified the shared themes (commonalities) of all administrators by 
each essential component; this chapter presents these themes alongside evidence from the 
literature identifies that supports the successfulness of the practice. This information is 
helpful to leaders, because it shows that the leader’s perception of their positive practice 
is also supported by research. The differences (116 themes), although not discussed in the 
context of the literature, are listed alongside references in the revised conceptual 
framework. The different themes identified in the study will also be helpful to leaders as 
they develop plans to improve their schools. 
Within the essential component Family-Community Involvement, all four 
participants in the study noted the importance of active parent organizations. Joyce 
Epstein (2010) defines partnership as educators, families, and community members 
working together to share information, guide students, solve problems, and celebrate 
successes. A partnership is a shared responsibility of all these constituents. 
Within the essential component Instruction, all four participants felt that effective 
planning and teaching content that is aligned with the exam re important for student 
success. Dayton Early College Academy used effective planning, with staff focusing on 
gathering data to identify problems and develop approaches to help students (Bryk, et al., 
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2010). Dufour and Fullan (2013) describe how PLC teams analyze the effectiveness of 
the formative assessment as well as modify future practice based on results.  
Within the essential component Leadership, all four participants felt that creating 
a collegial culture, effectively communicating with all stakeholders, and adhering to a 
shared mission, vision, values, and goals was important for student success. Dufour and 
Fullan (2013) asserted that the best way to create substantial school improvement is to 
develop a PLC and ensure systemness. Sanfelippo and Sinaris (2016) share this belief, as 
relationships must be built with all stakeholders, including teachers, custodians, 
secretaries, families, teacher aides, bus drivers, and all other members of the school 
community. Sanfelippo and Sinaris’s (2016) cre acronym for culture emphasizes the 
importance of a leader who is accessible is able to communicate well with the entire 
school system. Communicating clearly and having transparent practice will have positive 
effects. Dufour and Fullan (2013) support this belief, as they believe that a PLC is the 
best way to create substantial school improvement. The first quality of a PLC is 
adherence to a shared mission, vision, values, and goals such that everyone is focused on 
student learning. 
Within the essential component PLC, all four participants felt that the analysis of 
data, collaboration and common planning opportunities, and discussion of effective 
instruction pedagogy are important to student success. Reeves (2009) explains that 
effective change requires teachers to collaborate and that sustainable change comes from 
a system that has shared values. Collaboration should focus on individual student 
development by analyzing recent assessment data. Bryk, et al., (2010) further reinforce 
the importance of teaching pedagogy and of collaboration. The teacher’s knowledge of 
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their content area and pedagogy are an integral part of student success. This includes 
choosing materials and activities that capture student interest during their learning 
experiences. Schools must be PLCs, in which setting teachers engage in critical dialogue 
with their colleagues and with classrooms being available for colleague and consultant 
visits.  
Within the essential component Student Factors, all four participants felt that a 
network of support that believes students can succeed was important for student success. 
Bryk, et al., (2010) explain that personalism is how teachers show personal care and 
support their students in meeting the depth and rigor of their education. Raising the 
standards to which students are held, particularly in urban schools, should occur in the 
context of social support, which is important for motivation. 
Within the essential component Teacher Factors there were no elements that all 
four participants discussed; however, three out of four participants stated that caring 
about students, communication with parents, feeling supported, having high expectations, 
having necessary materials and resources, participating in meaningful professional 
development, participating in collegial meetings, showing interest in students, and 
building relationships with students, parents, and the community were important factors 
for student success. Bryk, et al., (2010) explain personalism as how teachers show 
personal care and support their students to meet the depth and rigor of their education. 
Positive peer interaction is an essential component of the school learning climate. Joyce 
Epstein (2010) defines partnership as educators, families, and community members 
working together to share information, guide students, solve problems, and celebrate 
successes. School faculty must understand where their students live, work, and play; their 
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students’ backgrounds, languages, religions, cultures, structures, and social classes; and 
the characteristics of their lives, without which information it is impossible to 
communicate effectively with students. Dufour and Fullan (2013) explain for change to 
occur, the leader must identify the support and resources required by staff to promote 
progress. Palumbo and Kramer-Vida (2012) explain that school programs must provide 
high expectations, positive teacher-student interpersonal relationships, and strong 
content-based curricula. Crum and Sherman (2008) add that facilitating instruction entails 
providing teachers with the materials they require for success. Sanfelippo and Sinaris 
(2016) explain that providing professional development is more meaningful and engaging 
if teachers are given the opportunity to choose what type of professional development 
they want. Dufour and Fullan (2013) reinforce the importance of a PLC and systemness, 
and Sanfelippo and Sinaris (2016) state that the relationships built with students, parents, 
and the community are as important as educational philosophy, standards, and 
instructional technique.  
 
Revised Conceptual Framework 
 
The research’s original conceptual framework consisted of 62 themes under each 
of the researcher’s essential components. During the analysis of the interviews, 64 new 
themes were added.  
Table 5.1  
Conceptual framework: new themes 
  
Original numbers of 
themes 
Final number of 
themes 
Leadership 21 42 
Teacher Factors 17 21 
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Family-Community Involvement 5 12 
Instruction 7 20 
Student Factors 4 18 
Professional Learning Community 8 13 
Total 62 126 
 
The new themes were identified in Chapter 4 under “Unexpected Data.” In the 
revised conceptual framework, the researcher has changed the name of the essential 
component “Student Factors” to “Student Motivation” because the researcher believes 
that all the themes under “Student Factors” affected motivation.  
The revised conceptual framework identifies six essential components to raising 
student achievement in schools: leadership, student motivation, professional learning 
community, instruction, family-community involvement, and teacher factors. All the 
factors can have a positive impact on student achievement, as indicated by the arrows 
pointing from each essential element to student achievement. To provide the greatest 
positive impact on student achievement, school improvement must focus on all essential 
elements, as indicated by the arrows pointing between each essential element. After the 
visual representation, each essential component is listed along with the themes it 
contains. In addition, a resource within the researcher’s literature review is also cited for 
each theme. It is the researcher’s hope that this framework identifies attributes of 
successful schools that leaders can emulate in their schools. 




Figure 5.1 Revised Conceptual Framework 
 
Table 5.2  
Leadership themes 
Leadership 
• Shared mission, 
vision, value, and 
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• Meeting of basic 
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(food, shelter) 
• Feeling cared about 
(Bryk, et al., 2010) 
• Relationships with 
teacher (Palumbo& 
Kramer-Vida, 2012) 
• Being able to trust 
(Bryk, et al., 2010) 
• Social and 
emotional services 
(Collopy et al. 
2013) 
• Learning that is 
relevant (Dufour & 
Fullan, 2013) 
• Learning that is 
engaging (Dufour 
& Fullan, 2013) 
• Choice Provided 
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• Have necessary 
materials and 
resources (Dufour 
& Fullan, 2013) 
• Have good teachers 
(Fullan, 2001) 
• Teaching content 
that is aligned with 
the exam (Reeves, 
2009) 
• Effective grading 
systems (Reeves, 
2009) 
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(Reeves, 2009) 
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(Bryk, et al., 2010) 
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Table 5.7  
Teachers Factors themes 
Teacher Factors 
• Mindset, internal 
motivation, growth 
(Fullan, 2001) 




• Feel supported 




• Motivated to improve 
personal practice and 
school improvement 
(Dufour & Fullan, 
2013) 
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(Epstein, 2010) 
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meaningful 
professional 
• Build relationships 
with students, 




• Have necessary 
materials and 
resources (Dufour 
& Fullan, 2013) 
• Provide help 
outside of 
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The purpose of this study was to determine the factors that have contributed to 
academic achievement in selected high-minority high schools in Long Island. The 
researcher developed a conceptual framework by reviewing the research of Dufour, 
Fullan, Bryk, Sanfelippo, Sinaris, and other researchers. The researcher’s data shows that 
there are several commonalities within the four high schools whose minority subgroups 
(Black or African American and Hispanic or Latin American) are out-performing the 
other 11 high-minority high schools on Long Island. 
 This study further explains the complexity of excelling in academic achievement 
in high-minority schools. One-hundred and twelve different themes were identified 
within the four participating high schools, and reviewing the themes for each essential 
component provides a framework of significant attributes that are present in schools that 
are experiencing academic success. It is my hope the themes also provide motivation for 
future success. 
 All four participants coded the essential component Leadership the most. Starting 
with a belief that all students can succeed sets the tone for a culture that is supportive and 
positive. The essential component Leadership revealed the importance of fostering a 
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collegial culture that adheres to a shared mission, vision, values, and goals. It is the belief 
of the researcher that a culture must be developed where students are able to excel and 
where teachers have an internal motivation to be the best they can be. 
 All of the essential components working together lead to student success. For 
example, effective planning was co-coded with multiple themes from various essential 
components, including the analysis of data (a theme of Professional Learning 
Community), providing student choice (Instruction), opportunity to pursue passion 
(Student Motivation), and reviewing data with the administrative team (Leadership). This 
is just one example of the compound effects that can occur with multiple themes in 
action. The researcher believes that the more success schools have in creating a positive 
culture, the more positive themes will develop as a result, which explains why Principals 
A and C coded the most themes, as they had both been at their schools for longer than 
Principal B and Administrator A, giving them more time to develop a culture conducive 
to success. 
 There is no one sentence answer to what principals believe contribute to academic 
achievement or one formula that can be applied for any school to succeed. However, 
motivation and commitment to success from the leader can be a starting point. Buy-in is 
needed from staff to create an environment that is caring and has high expectations that 
develop a network of support for the student, which the researcher believes motivates the 
latter to develop a passion for learning. It will be up to the teacher to work with their 
colleagues to develop the best practice for students. In addition, families that see a school 
as supporting their child will be more involved. Finally, the essential components 
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Leadership, Instruction, Teacher Factors, Family-Community Involvement, and Student 
Motivation work together to support student academic achievement.  
 
Recommendations for Future Practice 
There are 15 high schools on Long Island whose minority population is 80% or 
higher, and the researcher chose four of these schools for this study. The minority 
subgroups in the schools under analysis were Black or African American and Hispanic or 
Latin American. The majority of the minority subgroups in the chosen schools ranked 
within the top 33% on their English Language Arts and Common Core Algebra Regents 
Examinations when analyzed with the same subgroups as the other 11 high-minority high 
schools. 
A single formula cannot close the achievement gap in today’s high-minority 
schools. However, it is the hope of the researcher that the leaders of today and the future 
will use the revised conceptual framework to analyze how their schools are performing in 
terms of student motivation, professional learning community, instruction, family-
community involvement, and teacher factors. 
Leaders are recommended to first use the researcher’s revised conceptual 
framework as a tool to evaluate how their school is performing in each essential 
component area. For example, the school leader would review the themes under the 
essential component leadership and thence evaluate performance within the different 
themes or perhaps create a survey with which stakeholders can evaluate their 
performance. The leader can then create a plan of how to improve the theme or themes in 
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which they would like to excel. This model can be followed for each essential 
component. 
Each plan should have specific goals and benchmarks to evaluate improvement in 
each area. The leader must be the driver of change; however, they must guarantee a 
collegial atmosphere in order to be successful. In addition, the creation of teams is 
recommended to assist in realizing positive changes of schools, and it is of upmost 
importance that not too many changes be forced through simultaneously, which could 
result in a lack of coherence and loss of stakeholder participation. 
 
Recommendations for Future Research  
To supplement this study of factors that have contributed to academic 
achievement in selected high-minority high schools in Long Island, the researcher is 
recommending the following future research.  
  As the researcher analyzed several data points in the NYS report card, he noticed 
that schools that had a higher percentage of economically disadvantaged performed 
worse than high schools with a lower rate of economic disadvantage; see Table 5.8. Black 
or African American students in schools with a higher rate of economic disadvantage 
performed worse than Black or African American students in schools with a lower rate of 
economic disadvantage. The researcher recommends a future study on high schools who 
are performing significantly better than other high schools and have a high rate of 
economic disadvantage, as this will assist leaders by providing a framework for schools 
have a high population of students living in poverty. 
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Table 5.8  








Rank (1 = 












Principal A. High 
School 56 12 96 1 
Administrator A. High 
School 40 14 92 2 
Principal C. High 
School 53 13 91 3 
Principal B. High 
School 32 15 88 4 
High School 5 75 6 88 5 
High School 6 69 10 86 6 
High School 7 84 3 76 7 
High School 8 85 2 75 8 
High School 9 69 10 75 9 
High School 10 74 7 72 11 
High School 11 80 4 72 10 
High School 12 71 9 67 12 
High School 13 93 1 61 13 
High School 14 79 5 52 14 
High School 15 74 7 52 15 
 
 The schools studied here are four high-minority high schools in Long Island 
located in suburban areas. The researcher’s original study was to identify effective 
characteristics in the NYC High Progress Award winning schools, which would have 
identified the effective characteristics of schools that had high-minority populations but 
were located in an urban setting. Unfortunately, the researcher’s IRB was twice rejected 
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by the New York City Department of Education, and thus, the study was modified. 
Similar research on urban schools would allow these findings to be compared, to the 




Throughout this journey, I learned the importance of determination and 
perseverance, of continuing to push despite barriers on the path to completion. However, 
what motivated me to continue is to always want to find out “what is best for kids,” 
which provided me with the opportunity to interview principals and administrators whom 
I believe are great educational leaders.  
 What will stay with me throughout my educational career is the idea of the belief 
that all students can succeed: It is this belief that we as leaders must create in all 
stakeholders. If we believe that all students can succeed, we will be motivated to develop 
strategies to pursue this goal. 
 A culture of high expectations must be created. It is my belief that students and 
staff members cannot just settle for the goal merely of passing classes: We must push 
students and staff members alike, motivating all to achieve mastery. 
 I believe in the importance of teaching content that is relevant and engaging and 
that this will have an extremely positive effect on student motivation. This must occur 
alongside analyzing student data to strengthen individual weaknesses, and staff 
collaboration to discuss best practices will be an asset to developing lessons that are 
relevant and engaging 
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Finally, the foundation of building relationships with students should never be 
underestimated. Pedagogy can be taught, and assistance can be provided in aligning a 
curriculum, but we cannot instill an innate emotional caring for youth. Hiring staff 
members who display this quality is critical to success today and for generations to come. 
Staff members must also develop relationships with families, as I believe this partnership 
with the school will help develop trust among all stakeholders.  
On this journey, we have identified several commonalities and differences that 
have contributed to academic success in high-minority schools. It is my hope that this 
research will be used to help leaders create and environment in their schools that is 
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Principal A 1 1 1 
Principal B 1 0 0 
Principal C 1 1 1 
Administrator A 1 1 1 
 















Principal A 1 1 0 
Principal B 0 1 0 
Principal C 1 1 0 









y connections Interesting 
Principal A 0 0 1 
Principal B 0 0 0 
Principal C 0 0 1 










Principal A 0 1 1 
Principal B 0 0 0 
Principal C 0 1 1 






content that is 
aligned with 




Principal A 1 1 0 
Principal B 1 0 0 
Principal C 1 1 0 
Administrator A 1 1 1 
 
















Principal A 1 1 1 
Principal B 0 1 1 
Principal C 1 1 1 














Principal A 1 0 1 
Principal B 0 0 1 
Principal C 1 0 1 












Principal A 0 1 1 
Principal B 0 0 1 
Principal C 0 1 1 
















Principal A 1 0 1 
Principal B 1 1 0 
Principal C 1 1 1 
Administrator A 0 0 0 
 












Principal A 1 1 1 
Principal B 0 1 1 
Principal C 1 1 0 






by using each 
member's 
strength Experience   
Principal A 0 1  
Principal B 0 1  
Principal C 0 1  














Principal A 0 1 1 
Principal B 0 0 0 
Principal C 0 1 1 




.. Principal/Administrator Honesty Listener 
Management 
of the school 
Principal A 1 0 0 
Principal B 0 1 0 
Principal C 0 1 0 
Administrator A 0 0 0 
 













Principal A 1 0 0 
Principal B 1 0 0 
Principal C 1 1 1 


















Principal A 0 1 1 
Principal B 0 0 0 
Principal C 1 1 1 







s for parents 








activities for staff 
and students to 
participate 
together 
Principal A 1 1 0 
Principal B 0 0 0 
Principal C 1 0 1 
















Principal A 0 1 0 
Principal B 0 0 0 
Principal C 1 1 0 
Administrator A 0 1 1 
 




















Principal A 1 1 1 
Principal B 0 1 1 
Principal C 0 1 0 









Principal A 1 0 1 
Principal B 0 0 1 
Principal C 1 1 1 









Principal A 1 1 
Principal B 0 1 
Principal C 0 0 
Administrator A 0 0 
 










Principal A 1 1 1 
Principal B 1 1 0 
Principal C 1 1 1 
Administrator A 1 1 1 
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teacher teams  
Discuss effective 
teaching strategies 
for individuals or 





Principal A 0 0 1 
Principal B 1 1 1 
Principal C 0 1 1 
Administrator A 1 1 1 
 






program for new 
teachers Feedback loops 
Lateral 
accountability  
Principal A 1 1 0 
Principal B 0 0 0 
Principal C 0 1 0 
Administrator A 0 1 0 
 











Principal A 0 0 0 
Principal B 0 0 0 
Principal C 0 1 0 
Administrator A 0 1 0 
 






Principal A 0 
Principal B 0 
Principal C 0 
Administrator A 1 
 





.. Principal/Administrator Attendance 




Principal A 0 1 1 
Principal B 0 0 0 
Principal C 0 0 1 











Held to high 
expectations 
Principal A 1 1 1 
Principal B 0 1 0 
Principal C 0 1 1 












Principal A 1 1 1 
Principal B 0 0 0 
Principal C 0 0 0 














Principal A 1 1 1 
Principal B 1 1 0 
Principal C 1 1 0 
Administrator A 1 0 0 
 














Principal A 0 1 1 
Principal B 1 0 0 
Principal C 0 0 1 














Principal A 1 1 0 
Principal B 1 1 0 
Principal C 1 0 1 















the community  
Principal A 0 0 1 
Principal B 1 0 1 
Principal C 1 1 1 








n with parents 
Feel 
supported 
Principal A 1 1 1 
Principal B 1 1 0 
Principal C 1 0 1 
Administrator A 0 1 1 
 












Principal A 1 1 1 
Principal B 0 0 0 
Principal C 1 1 0 


















Principal A 1 0 1 
Principal B 0 0 0 
Principal C 1 1 1 















Principal A 1 1 0 
Principal B 0 0 0 
Principal C 1 1 1 














Principal A 0 0 0 
Principal B 0 0 0 
Principal C 1 0 1 
Administrator A 0 1 1 
 














student culture  
Principal A 1 1 0 
Principal B 0 1 0 
Principal C 1 1 1 









Principal A 1 
Principal B 0 
Principal C 1 
Administrator A 0 
 




Introduction to Principal Interview 
Informed Consent Form to Participate in Qualitative Portion of Research Study 
St. John’s University IRB number: 1218-188 
Principal Contact: John Cardone Telephone Number: (516) 652-6061 
Introduction 
You are invited to participate in a dissertation research study under the direction of Dr. 
Annunziato, Professor of Educational Leadership at St. John’s University. Taking part in 
this research is voluntary. 
Rationale for the Research Study 
In New York State and the country there continues to be an achievement gap. There are 
15 high schools on Long Island, New York that have a minimum 80% minority rate. The 
minority subgroups in the schools analyzed were Black or African American, and 
Hispanic or Latin American. Four high schools from Long Island were chosen because 
their minority subgroups Black or African American, and Hispanic or Latin American 
populations ranked within the top 33% on their English Language Arts and Common 
Core Algebra Regents when analyzed with the same subgroups as the other 11 high-
minority high schools. 
This school was chosen because it is 1 of the 4 high schools whose high school’s 
Black or African American, and Hispanic or Latin American minority population rank 
among the top 33% on their English Language Arts and Common Core Algebra Regents 
scores when analyzed with the same subgroups as the other 11 high-minority high 
schools. 
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There is a must analyze the principal perceptions of the factors that contribute to 
the academic achievement of their high school. By analyzing the success these schools 
have had, we can identify commonalities and differences that have led to their academic 
achievement. A multi-case study will take place of these schools. Conclusions to the 
study will recommend a framework for school improvement that school districts can 
utilize in the future. 
 
What is involved in this study? 
If you choose to participate in this study, you will be asked to: 
• Participate in one thirty-minute interview  
• Have interviews audiotaped. 
• Review transcriptions to ensure accuracy and approve of commentary. 
What are the risks of participating in this study? 
There are no physical risks associated with this study. There is, however, the possible risk 
of loss of confidentiality. Every effort will be made to keep your information 
confidential; however, this cannot be guaranteed. You may refuse to answer any of the 
questions that you believe will divulge this information and/or that make you feel 
uncomfortable. Additionally, you may take a break at any time and stop your 
participation. 
Are there any benefits to participating in this study? 
You may benefit from participating by gaining a better understand of yourself and your 
career decision making process. There may be a benefit to the field of research gained 
from the results of this study. 
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Will I receive payment for being in this study? 
You will not be paid for taking part in the study? 
How will my privacy be protected? 
Confidentiality will be protected in a variety of ways. The first of which will be the use of 
fictitious names. You will be given an opportunity to review the researcher’s notes and 
transcripts of the interview for accuracy, as well as have information deleted if you 
choose. Audiotapes will be completed using a password protected IPhone 10 and 
transcriptions will be secured on a password protected computer. Hard copies will be 
secured in a locked filing cabinet and made available to the interviewee, researcher and 
dissertation committee. Upon completion and final approval of the research project by the 
dissertation committee, the transcripts will be destroyed, and the electronic versions and 
audiotapes will be deleted. 
If results of this research study are reported in journals or scientific texts or meeting, the 
people who participated in this study will note be named or identified. 
*Please keep a copy of this document for future review. 
If you agree to participate in this study, please sign below: 
Documentation of Informed Consent 
I understand the information printed on this form. I have discussed this study, its risks 
and potential benefits. My questions so far have been answered. My signature below 
indicates my willingness to participate in this study and my understanding that I can 
withdraw at any time. 
_______________________________________________ ________________ 
Subject’s Name (printed) and Signature Date 




Name (printed) and Signature of Person Obtaining Consent Date 
_______________________________________________ _________________ 
Signature of Mentor Date 
  








1. Can you tell me about your career as an educator. What roles have you had throughout 
your career, and end with how long you have been in your current position.  
 
2. Your High School is among the highest achieving schools on the Algebra and English 
Regents that have an 80% or higher minority rate on Long Island.  
There are several factors that contribute to successful classroom instruction. Take a 
moment to think about which factors you believe are most important, and how as your 
school supported them.  
  
3. Incorporating the use of data can have a positive impact on differentiating instruction 
for students. Is this occurring in your school? If so, how is the data used to drive 
instruction in your school? 
  
4. Do teams of teachers meet in your school? How are they organized, and what are the 
goals of these meetings?  
• If no: Is this something you plan on developing in your school 
• If yes: How are they organized, and what are the goals of these meetings?  
• If yes: Please describe how you believe the teams have contributed to the 
increased academic achievement in your school?  
  
  
5. What factors do you believe are most significant in student motivation? Please explain 
why you believe each factor is important, and what your school does to support them. 
  
  
6. Family and community involvement is an essential component to support students. 
How would you evaluate the family and community involvement in your school, and 
describe ways in which family and community are involved with your school. 
  
  
7. In order for teachers to be successful in teaching your students, what factors do you 
feel are most important? Please explain why you feel each factor is important.  
 
8. Leadership is a fundamental asset to maintaining a safe and healthy environment that is 
conducive to the learning of all students. How do you believe your leadership has 
contributed to the positive academic achievement in your school?  




9. Do you believe there are any other reasons for the success your school has had? Please 
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